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PREFACE 


The first quarter of the present century witnessed widespread inter- 
est on the part of educators in the problem of method. New techniques, 
plans, and procedures appeared in great profusion, each designed and 
recommended for teaching better the subjects already offered in the 
schools. This was the era in which teachers and laymen alike looked 
for a better world through the wider diffusion of knowledge. Ac- 
cordingly, the educational offering was extended year by year, laws 
were passed to compel parents to give their children an opportunity to 
attend school, special training programs were established to increase 
the efficiency of the teaching staff, and assembly-line operational pro- 
cedures characteristic of the new mass production industries were 
imitated widely, all to make the old knowledge more accessible to a 
larger number. 

The drive to improve method was somewhere near its peak when 
John Dewey published Democracy and Education. Not least among the 
many challenges Dewey threw down to the educational world in that 
epochal volume was the observation that the search for a better method 
will not bear fruit in the form of a more democratic citizenry unless 
it goes hand in hand with the search for a better content. It is not 
claimed, of course, that this statement alone touched off the curriculum 
movement which followed, but it is quite clear that during the second 
quarter of the century large segments of the educational world have 
directed much thought and effort to the search for a more appropriate 
content for democracy’s schoois and have subordinated thereby the for- 
mer interest in the problem of method. It is equally clear that today the 
balance between the emphases on method and content is not everywhere 
the same. In fact, the balance varies from system to system, from school 
to school, and from classroom to classroom. The beginning teacher thus 
can seldom be sure whether he will be judged by his stock of tech- 
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niques and devices, by the insights his pupils develop while under his 
supervision, or by some other standard. 

The dilemma of the beginning teacher is further compounded by the 
fact that his pre-service education very likely did not prepare him either 
to expect a diversity of practices in the schools or to make a construc- 
tive start in whatever situation he might find himself. Although teacher 
education programs generally devote much time to giving the student 
a method "which will help him through his first year," very little time 
is given to the development of philosophical and psychological perspec- 
tive on method. Thus, it frequently happens that the inference is en- 
couraged, either directly or indirectly, that the method which is en- 
countered in the training program is the only one that can be accepted 
by right-thinking people. The one-method outlook receives further en- 
couragement from a number of the textbooks which are encountered 
in general methods courses. 

This text has been developed over a period of years in response to a 
need for new perspective on educational method. Under the influence 
of the curriculum movement the purposes of the school and the ob- 
jectives of teaching have undergone some serious revision and redirec- 
tion. À new content has been introduced to supplement rather than to 
replace the old. A. variety of methods is now called for, and teaching 
procedures must be adapted to the particular goals that are sought. This 
text, therefore, seeks to provide the needed perspective and to bring 
about a closer coordination between method and content. 

Although much cooperative effort has gone into its preparation, this 
text is not a symposium. The basic plan for the book as a whole and for 
each chapter in some detail has been developed by the senior author 
In connection with his undergraduate classes. He has written 10 of the 
developmental chapters (Chaps. 1, 2, 3, 6, 7, 9, 10, 12, 13, and 15) 
Which form the central core of this book. The junior author wrote 
Chaps. 5, 8, 11, 14, and 16 which deal with the appraisal of pupil 
progres. Auxiliary chapters were prepared by colleagues, each of 
i Cae oe a unique contribution in a given area. 
ate a ee a es s follows: Chap. 5 Vernon F. 
Chap: 19 E ? cece : ins; Chap. 18, William T. Gruhn; 

The sutton ex eid ihe ves me á ic 
Wer Eu pr eir appreciation to the individuals and pub- 

S given them permission to quote from copyrighted 
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materials. Further recognition of such permission is given throughout 
the text in appropriate footnotes indicating the original sources. Spe- 
cial thanks are due Mrs. Joanne Inglis and Miss Louise Patros for their 
help in preparing the manuscript for publication. Finally, but not least, 
are the thanks due Dean P. Roy Brammell who read the manuscript and 
contributed many suggestions which have helped to make this an in- 
tegrated book. 

I. N. Tuur 

J. RAYMOND GERBERICH 
Storrs, Conn. 
September, 1949 
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Part 1. SOME FACTORS THAT AFFECT 
SECONDARY-SCHOOL TEACHING 


Chapter 1. THE PURPOSE OF AMERICAN SECONDARY 
EDUCATION AND ITS IMPLICATIONS FOR METHOD 


The professional teacher knows how to answer three questions: 
What shall I teach? How are the pupils going to learn what I teach? 
How shall I teach so that the pupils will learn most easily and ef- 
fectively? 

The professional education of the modern teacher is concerned with 
finding answers to these three questions. Courses in educational theory, 
history of education, comparative education, and the curriculum try to 
answer the question of what shall be taught. Courses in educational psy- 
chology deal with the question of how pupils learn. Courses in ad- 
ministration, supervision, guidance, and method discuss various aspects 
of the question of how the teaching is to be done. 

In this book special attention will be given to that part of education 
in which the teacher deals directly with the pupils for the purpose of 
instruction. This is the area of study known as methodology. 


AN APPROACH TO THE STUDY OF METHOD 

A study of method, whether of instruction or of any other activity, 
should give the student increased power to select and to use procedures 
most likely to bring about the ends that are sought. That is, the student 
as a result of his study should grow in his ability to modify and adapt 
his attack upon a given problem in keeping with the specific objectives 
in view and in line with the unique conditions under which the prob- 
lem is encountered. Such ability to modify his attack grows out of a 
knowledge of the alternative methods available and of the merits and 
limitations of each. Mere competence in the use of a single teaching 
method does not guarantee that an individual can deal intelligently with 
all the problems in an area of instruction any more than competence in 
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the use of an automobile guarantees that an individual can deal ef- 
fectively with all the problems in the area of transportation. The mod- 
ern automobile serves many purposes, but there are some destinations 
and traffic conditions that call for railroads, ships, airplanes, pack horses, 
or one of the many other forms of transportation at man's disposal 
today. The competent traffic manager is familiar with many of these 
and knows the unique characteristics of each. He will ship a bridge 
from Pittsburgh to Chicago by rail, a locomotive from New York to 
Antwerp by boat, and carry injured plane passengers from the scene 
of a crash to the base of the rescue expedition by helicopter. He is 
competent becausc he is able to use more than one method and to select 
the most appropriate one for each situation. 

Modern education also affords many different approaches to the 
problems encountered in the classroom. There is no one approach that 
excels all the others in every respect. To know but one type of teach- 
ing technique or to be restricted to the use of this or that “teaching 
method" places an unnecessary limitation on the efficiency of the 
teacher and, therefore, on the educational opportunities of the pupils. 
Thus a study of method in education should lead to several very defi- 
nite outcomes. First, the student should acquire a clear, unmistakable 
idea of the goals to be achieved through instruction. Just as the traffic 
manager must know whether a given item is destined for Chicago or 
Antwerp before he can select the appropriate method of transportation, 
so also must the algebra teacher know if his pupils are to come 
away from a given learning activity with proficiency ina particular 
Operation, with an understanding of the relation of algebra to modern 
industrial life, or with some other outcome before he can select an in- 
structional procedure that will fit the situation. Second, the student 
should become acquainted with the several types of ias nctional pro- 
cedures that are available, Such knowledge should include a familiarity 
E ees of each type, as well as the conditions 

4 y to operate with the greatest promise of suc- 
cess, Finally, the student should grow in his ability to anticipate the 
(te ud COME more while the teaching activity 
bou Bos the traffic manager it is not enough to 
shipment, the loading and i 2 d i Me E S 

g facilities at the several ports, and 


SOME FACTORS WE MUST CONSIDER 5 


the hazards likely to be encountered en route before the item can be 
delivered safely at its destination. In like fashion the teacher must be 
acquainted with the learning process, the likes and dislikes of the pu- 
pils, the social and educational background of the pupils, the types of 
procedures used by the other teachers with whom the pupils have come 
in contact, and the general philosophy that determines the over-all 
school and community environment. Until this is achieved by the 
teacher he cannot deal with the problem of method wisely, and the 
pupils in his classroom are not likely to be given effective help in re- 
alizing their potentialities to the full. 

It is perhaps unfortunate that students sometimes approach the study 
of educational methods with the comfortable belief that all the major 
problems have been solved. Some prospective teachers doubtlessly hope 
that the best method is now known and established in practice and that 
it is necessary only to learn it in much the same manner that one can 
learn to make a bed or bake a chocolate cake. This belief about method 
is reflected in the fact that few students are aware of the changes in 
theory and practice that took place in their own schools while they 
were enrolled as pupils. Lasting changes in American schools usually 
have been introduced so slowly that the pupils and the parents were 
unaware of them and missed their significance. Furthermore, at any 
given time there are only a few individuals who openly advocate radi- 
cal changes in the conventional program of instruction. Most students 
in colleges today attended elementary and secondary schools that bore 
at least superficial resemblances. They enrolled in courses with similar 
titles, the selection of subjects was restricted by a strikingly similar list 
of offerings, the methods of instruction tended to be alike, and such 
variations as were noted came to be associated with differences in the 
subject matter. It is possible that some studied the same subjects, taught 
by the same teachers, in the same schools as did one or both of their 
parents. Hence, the personal experiences of those who are beginning 
their study of method may furnish no substantial basis for suspecting 
that the history of the American school system has been marked by 
conflict and dissension and that even now educational theory and prac- 
tice are ina stage of transition. 

Students frequently approach the study of education with the idea 
that they will get final answers to their problems; consequently, they 
may react with a feeling of futility when they discover the diversity of 
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theory and practice which characterizes the field. Education, they may 
say, is an area of confusion wherein persons of apparently equal au- 
thority scem to advocate widely differing practices and points of view. 
Such students have been known to emerge from their program of pro- 
fessional studies resolved to forget all they have learned and to settle 
down to teaching in the manner they themselves were taught. This 
resolution of the problem, of course, is recognized by those who have 
studied psychology as one that is neither good pedagogy nor good 
mental hygiene. 

Method should be judged in terms of purpose. A study of methods of 
organizing and directing learning activities is particularly prone to con- 
fuse beginning students because of the multiplicity of practices to 
Which they are introduced. Although methods may have the appear- 
ance of uniformity in a given school or System, these local similarities 
arc soon lost in the diversity of practice revealed by an inquiry con- 
ducted on a larger scale. This study hopes to forestall confusion and 
to provide the student with certain educational moorings by directing 
attention at the very beginning to the purposes for which secondary 
schools are maintained. If an agreement can be reached on the pur- 
pose of education, a common standard will be available for appraising 
the various practices that will be encountered in this study and else- 
where, as well as for directing the invention of new practices to meet 
situations in which existing ones are judged to be inadequate. Armed 
with a definite standard for appraising them, students may find that 
Ih a given situation one method of procedure may offer advantages 
over other methods. It does not follow, however, that this method. is 


"the best" and is always to be preferred, or that all teachers can learn 
to use it with equal success. On th 
tion in educational practice is as n 
difference of opinion re 
good restaurants. 


€ contrary, it may mean that varia- 
atural and no more diverse than is a 
garding fishing equipment, wearing apparel, or 


SOME FACTORS WE MUST CONSIDER 7 


circumstances may require. The laboratory method, the Winnetka 
Plan, the project method, and other well-known plans and patterns of 
procedure are of this nature. 

In this study a method is defined as a general plan of action formu- 
lated to achieve a particular type of educational outcome. That out- 
come may be the mastery of a prescribed body of subject matter; the 
exploration of large areas of knowledge with mastery to be determined, 
in part at least, by pupil interests and needs; or the development of 
power to cope satisfactorily with the physical and social environment. 
It is the outcome sought that determines the operational plan, whereas 
it is the particular circumstances encountered in carrying through that 
plan which suggest the particular techniques, devices, and aids to be 
used. 

Since three distinctive types of educational outcomes are sought by 
secondary schools today, three distinctive types of operational plans or 
methods have been developed. These three have already been identified 
and described by experts in the curriculum area." They are the daily- 
assignment or "recitation" method, the subject-matter unit method, and 
the experience-unit method. In discussing these, the major emphasis will 
be upon describing (4) the type of outcomes each method has been 
designed to yield, (b) the general nature of the method, and (c) the 
kind of procedures, techniques, and devices that usually are employed 
within the framework of each method. No attempt will be made to list 
or describe all the specific teaching techniques and devices in use to- 
day. Their number and variety alone are enough to bewilder even ex- 
perienced teachers. 

Tt is recognized that the classification and treatment of methods pre- 
sented here do not follow the conventional treatment given them in 
the professional literature. The simplicity of this presentation, it is 
hoped, will lend itself well to an initial study of method. 


THE PURPOSE OF SECONDARY EDUCATION IN A DEMOCRACY 


All peoples seek to transmit their way of life through some form of educa- 
tion. In common with all teachers, those who work on the level of the 


1See in particular Hollis L. Caswell and Doak S. Campbell, Curriculum Devel- 
opment, American Book Company, New York, 1935. Also, William H. Burton, 
The Guidance of Learning Activities, D. Appleton-Century Company, Inc., 
New York, 1943. 
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secondary school must accept responsibility for helping children be- 
come contributing members of the adult community. That community 
will be made up of many individuals with differing interests and many 
groups which, because of geographical proximity and social inter- 
dependence, have developed Some common interests and concerns. 
That is to say, the individuals who make up such a community are held 
together by the belief that they possess some knowledge, skills, or 
social arrangements which make life in their community richer and 
more secure than in any other. In the interests of the individual and 
the community these bodies of knowledge, skills, and social arrange- 
ments must be absorbed, lived, and if necessary modified by each child 
during the period that he is growing into adulthood. 

Historically, the knowledge, skills, and social arrangements in some 
communities have been limited and simple. Frequently they could be 
mastered by observation and direct participation alone. These com- 
munities maintained no schools because their children could be “edu- 
cated” without the aid of a special agency created for that purpose. 
Ceremonial dances, for example, were regarded by the primitive Amer- 
ican Indians as a definite contribution to their well-being. Their chil- 
dren did not learn these dances in schools or special classes, but by 
watching their elders and by imitating them. They learned in a simi- 


di ; children cannot become effective par- 
Ipants in the larger community until they have learned to read, write, 
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The children in all communities employ the method of observation 
and direct participation to some degree. They learn to speak, play, 
dress, and to regulate personal habits by imitating the people around 
them. Many attitudes and skills are acquired in like manner. For ex- 
ample, a course of driving lessons was part of the contract covering the 
sale of an automobile a generation ago. Now many boys and girls "pick 
up" this skill long before they have reached the legal age for obtain- 
ing an operator's license. Some vocational skills and understandings 
are acquired in a similar fashion. Thus, the farmer's son usually can 
"turn his hand" to a variety of jobs by the time he is old enough to 
leave home. 

It is unfortunate, perhaps, that the demands of modern industry 
have made it necessary to locate many crafts and trades in places to 
which children have no access. When isolated, these occupations can- 
not be mastered by the direct method, and it is necessary for the learn- 
ers to seek out the craftsmen and to arrange to work with them for a 
period of time. The primary purpose of the apprentice system of edu- 
cation is to make it possible for the learner and the master craftsman 
to be brought together. 

Modern industry is based upon so many technological developments 
that many workers are needed who have a knowledge of the basic 
sciences. Even though children were not excluded from the factories 
and commercial establishments, this knowledge could not be taught by 
the methods of observation and direct participation alone without im- 
pairing the efficiency and adaptability of the industrial system. Better 
results are secured by establishing and maintaining vocational, tech- 
nological, and professional schools and departments. By concentrating 
on the process of developing the desired knowledge and skills, these 
agencies prepare individuals for industrial employment more quickly 
and with greater satisfaction than is possible by the direct method. 

Modern social and political life has become equally complex and 
difficult to place under direct observation. In the colonial period of 
American history the social and political activities of adults in the main 
Were confined to the geographical area represented by the pioneer 
settlement with its surrounding lands, Here these activities could readily 
be observed by those too young to engage in them directly. Formidable 
obstacles hindered ready communication with other settlements. This 
forced isolation together with the system of colonial government which 
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concentrated nonlocal authority in the hands of the Crown, stimulated 
each community to develop a high degree of self-sufficiency. In New 
England where the outer forms of this local self-sufficiency have sur- 
vived, children even to this day acquire their understanding of adult 
political affairs by attending the annual town meetings. 

The simple agrarian period in the political and social life of America, 
like the hand production period in industry, has been replaced by a 
period of greatly expanded and vastly more complicated institutions 
and processes. The transformation has been marked by a corresponding 
expansion of the geographical area over which the individual is now 
called upon to function. Individual opportunities and responsibilities 
have multiplied as a result of these changes. The advantages to the 
individual cannot be realized, however, unless those who would enjoy 
them are as well prepared to exercise the functions of citizenship in 
the expanded communities as were the citizens of the pioneer com- 
munities prepared to meet the needs of their day. The understanding 
and skills basic to such competence are no more to be mastered by the 
methods of direct observation and participation than are the techno- 
logical skills and understanding essential to competence in the modern 
industrial world. Just as schools are now expected to develop industrial 
competence, so also must they provide social and political compe- 
tence. Since the responsibilities of citizenship rest upon virtually every 
adult in America today, social and political competence have become 
almost a universal requirement, and the responsibility of providing such 
competence is rapidly devolving upon the secondary schools. This 
Statement in no way is meant to relieve the elementary schools and the 
institutions of higher education of their share of responsibility. For the 
majority of American young people, however, the interval between 
attendance at some Secondary school and the assumption of the re- 
sponsibilities of citizenship is marked by no other formal education. 

American secondary schools should ac 
way of life. This, 
in America: To 


quaint pupils with the democratic 
then, is the primary function of secondary education 
prepare the individual for effective participation with 
ies in carrying on the activities that constitute their 
€ fact that such participation is based in part on whole- 
development serves to include that aspect of education 


common life, Th 
some individual 
in the process, 
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passing on a way of life or a body of valuable information, it would 
not of necessity differ from the kind of education provided in a non- 
democratic community. The adjective “democratic” when used with 
education, therefore, would have no meaning. All education is con- 
cerned with a way of life, and to speak of "democratic" education 
would appear to indicate that this democratic" way of life has certain 
distinguishing characteristics. 

The very nature of a community as a social unit implies that the 
lives of the individual members will be thrown into intimate contact. 
There is much to be gained from the shared interests and cooperative 
action which membership in a community affords. But there is also 
inherent in that relationship the possibility of uncertainties and con- 
flicts with reference to opinions and actions. Sooner or later two indi- 
viduals will want to use the same facility or will desire the same ob- 
jective at the same time. These are simple examples of conflicts, but 
they serve to illustrate the need communities have for a way to settle 
disputes and to arrive at common agreements. That is to say, the com- 
munity must acquire some principle for resolving conflicts or be de- 
stroyed by dissension. The principle employed is likely to determine 
not only the institutions and agencies of the community, but also its 
ideals, aspirations, and general nature. 

The history of human societies reveals the fact that mankind has 
tried a number of ways of resolving conflicts and of arriving at deci- 
sions that commit the group. In some cases this is done by establishing 
prior rights and privileges among individuals. The rule of the jungle is 
a good example. There are still some communities in which conflicts 
are resolved by an appeal to force. Might makes right, and the stronger, 
more ruthless, more clever individual takes what he wants from or im- 
poses his will upon the weaker individual. The community of nations 
has not yet succeeded in abandoning this principle in favor of a better 
one, although the desire to do so has been expressed time and again. 

In other communities rights and privileges are distributed on a caste 
basis. That is, members of the community have a definite rank on an 
established scale and the higher rank always takes precedence over a 
lower rank. This principle is employed in most military organizations. 
Hence, there is never a question as to whether the captain or the major 
shall have the first choice of quarters. Sometimes rank is determined by 
heredity, as in certain oriental communities and in aristocratic societies. 
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The literature of medieval Europe provides numerous instances in 
which noblemen, traveling through the country and desiring quarters, 
thought nothing of putting a peasant and his family out of their house 
for the night. Sometimes the individual's age or length of service de- 
termines his rank, as in the case of some families, labor unions, and the 
United States Congress. Again, rank may be determined on the basis 
of material wealth, and an individual's position may fluctuate with his 
fortunes. 

A. different type of principle is based on the authority of a person, 
a position, or a document. Contestants for the right to run for office 
are selected far too frequently by the political boss. Very definite au- 
thority to arbitrate differences of opinion is given to umpires and 
referees in sports, while clergymen decide issues of theology by turn- 
ing to the articles of faith that were set forth by the founders of their 
sect. In each case the parties to the dispute appeal to an authority 
whose judgment is assumed to be better than their own. The judg- 
ments rendered will be accepted without question as long as the in- 
dividuals of the community give allegiance to the guiding principle by 
which those judgments are determined. 

The democratic way of life is based on respect for the dignity and freedom 
of the individual. The distinctive quality of the democratic principle 
seems to reside in the emphasis that is given to individual freedom.” 
The American citizen is famed for his impatience with restrictions and 
for the value he places upon his own freedom of action. He likes to 
think that any man who grows tired of human contacts is free to go to 
any spot that promises to provide him with the desired degree of iso- 
Jation. Similarly, anyone who thinks a trip to the moon would add 
to the enjoyment of life is free to exploit all the resources at his com- 
mand to speed his departure. Some may argue that if photography, 
fishing, attending a motion picture, going to church, playing bridge, 
or studying to become a teacher will increase the measure of individ- 
ual happiness, then nothing other than the lack of personal resources 
should be allowed to interfere with the fulfillment of that desire. 

The principle of individual freedom touches upon every aspect of 
life in a democracy. Democratic institutions and arrangements are de- 
signed to extend that freedom. They exist only for the purpose of 


? Joseph A. Leighton, Social Philosophies in Conflict, p. 358, D. Appleton- 
Century Company, Inc., New York, 1937. 
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serving the individual. When they cease to further the end for which 
they have been created, they have outlived their period of usefulness 
and need to be modified or discarded. In America a bureau of vital 
statistics is maintained as a recording agency and as a source of in- 
formation which may be useful and interesting. The birth rate may 
move up or down, but the bureau has no responsibility other than to 
register and report the facts. The bearing of children is regarded as a 
strictly personal matter in which the state has no authority to interfere. 

'This is not necessarily true among undemocratic peoples. When- 
ever the perpetuation of a particular form of government becomes the 
controlling principle, a declining birth rate may cause those in authority 
to decide to exercise corrective measures. By one means or another, 
women may be persuaded to perform the function of motherhood. 
Even the institution of marriage may be swept aside when it appears to 
interfere with the desired end. Were the United States of America to 
become a dictatorship tomorrow, it is entirely possible that before many 
months had passed some of those who, under a democracy, have freely 
elected to prepare for teaching, would be ordered to engage in other 
activities judged by those in authority to be of greater value to the 
government. Individuals accustomed to freedom would not be likely 
to enjoy this state of servility. 

Individual freedom is increased through respect for the rights of others. 
At first glance one might conclude that democracy places no restric- 
tions upon the individual. Adolf Hitler made this error when he de- 
rided democracies for their lack of discipline and compared the people 
to chickens on a poultry range which engage in constant, uncoordinated 
activity that does not change the status of the flock. Were Hitler's 
observations correct, perhaps license would be a better word than 
freedom to describe the democratic principle. However, it has already 
been shown that where many individuals are involved, each with his 
own purposes, interests, and desires, conflicts will arise. If no better 
solution is provided, such conflicts will be solved on the basis of the 
survival of the fittest. Experience has shown, however, that the law of 
the jungle is prejudiced in favor of the strong and that it serves to 
lessen rather than to increase the measure of freedom enjoyed by the 
individual. This is well illustrated whenever an audience is thrown 
into a state of panic by a theater fire and the weak and unfortunate 
are trampled in the struggle to gain the exits, The mad scramble of 
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shoppers at a bargain counter differs from the panic r in 
the degree of violence that is committed. In both cases, activity that 
is directed on a strictly selfish basis serves to destroy freedom, for 
such action adds to the dangers inherent in the situation by arousing 
the hostility, active or potential, of every other individual. This point 
may be further illustrated in the case of a fisherman who has energy 
enough to be the first to reach a promising location on the banks of a 
popular river. On the basis of unlimited competition, he cannot exploit 
his advantage unless he is willing—and able—to defend it against all 
competition. If it is a particularly desirable spot, there might not be 
much time left for fishing if he must fight with all who would dislodge 
him. 

Part of the knowledge which democratic peoples have developed 
over long years of experience is the principle that more freedom results 
when individuals respect the rights of others. When this principle is 
utilized in solving conflicts, the results differ markedly from those ob- 
tained by the principle of mob rule. Observe, for example, the relative 
efficiency and orderliness of registration day on a well-regulated col- 
lege campus, There is no physical injury or property damage, as is fre- 
quently the case on bargain days in large centers of population. By the 
simple expedient of standing in line, large numbers of students can be 
accommodated quickly and with a minimum of inconvenience to all 
individuals concerned. This System operates smoothly when each in- 
dividual recognizes the rights of every other individual and takes his 
turn at the end of the line. 

When the principle of respect for others is applied to other potential 
areas of conflict, it is found that the fisherman referred to in a previous 
illustration, is now free to fish without interference at the spot he has 
appropriated. On the other hand, his movements up or down the banks 
of the river are restricted by the degree to which such activity may 
encroach upon the territories that other fishermen may have appropri- 
ated for themselves, Similarly, the adventurous soul who aspires to 
reach the moon is free to develop his rocket apparatus as long as his 
activities do not become a nuisance or a source of danger to others. 
Because of the potentialities of his rockets, it is the part of discretion 
for him to conduct his experiments in an isolated place. The case of the 


would-be hermit differs only in detail. If his longing for the primitive 


life is motivated by a distaste for the responsibilities that are the lot of 
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the family man, freedom for him through flight may reduce his de- 
pendents to the point of destitution. Have they no rights to develop 
their potentialities and to enjoy the good life? Shall the many suffer 
restrictions in order that he may discard circumstances of his own crea- 
tion with which he is now displeased? The principle of respect for the 
rights of others limits his freedom of action for the moment, but in 
doing so it extends freedom to those who would otherwise be deprived. 
Perhaps the man merely needs a vacation from which he can return 
without prejudice to his social position and privileges. 

Individual freedom is increased through cooperation on common problems. 
There is a second way in which democratic peoples have learned to 
extend their individual opportunities for development. This method is 
based upon the principle of cooperation on common problems.’ It, too, 
was developed to a marked degree in the social and physical environ- 
ment of the pioneer community. The literature of that era is replete 
with descriptions of logrollings, house-raisings, husking bees, and 
threshing parties. By working together as a team, the settlers accom- 
plished for each member those tasks which were too difficult to be 
mastered alone. To provide increased protection against the common 
enemy, they built community stockades and sent out scouts to keep 
the Indians under observation. These arrangements provided greater 
freedom to the many to till their land and to go about the multitudinous 
tasks of pioneer life. The principle of cooperation was ultimately ap- 
plied to the problem of providing transportation. Roads were con- 
structed and bridges built by the simple expedient of having each settler 
contribute his services and those of his oxen to the common enterprise. 

The modern form of cooperation on these community problems 
consists of paying taxes. The funds collected are then used to employ 
individuals who make it their business to provide the desired facilities. 
In this manner, individuals need no longer neglect their own affairs 
to participate in the affairs of the community, and they gain thereby 
greater freedom to pursue their own interests. Fire and police depart- 
ments, hospitals, schools, insurance companies, and the public utilities 
also represent cooperative efforts to solve common problems. In spite 
of the criticisms to which they are frequently subjected, these com- 
munity agencies are maintained because individuals enjoy greater 


? Boyd H. Bode, Democracy as a Way of Life, p. 52, The Macmillan Company, 
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freedom of action as a result of the services they render than would be 
possible if they were abandoned. 

Individual freedom is increased when action is determined by the processes 
of intelligence. A third principle for extending individual freedom was 
discovered when reason replaced tradition and other forms of autho rity 
as the basis for solving conflicts. This principle is based on a recognition 
of the changing nature of the universe and the assumption that present 
problems, no matter how much they may resemble problems of the 
past, are different in detail and in their human implications. The human 
race was periodically plagued with epidemics until someone refused to 
accept as their cause the reasons advanced by tradition. From that 
point on, a search was instituted for the real causes. The microscope, 
test tube, hypodermic needle, the science of immunization, and of 
electronics have each in its turn contributed a measure of relief. The 
search continues for new data which, when discovered, will be utilized 
in further extending control over the forces of nature. The significance 
of this progress lies in the fact that so long as man regarded epidemics 
as having a supernatural origin and, hence, having causes beyond his 
control, no efforts were made to control them. Progress resulted only 
after it was assumed that the problems would yield to well-directed 
efforts and that the time had come to launch the attack. 

The invention of the log house was a distinct break with tradition. It 
represented one solution to the universal need for shelter and was 
worked out under a certain set of circumstances—the forest wilderness 
of early America. The problem called first for an appraisal of those 
conditions and then a tentative solution based on that appraisal. When 
the structure of rough logs, which could be prepared with the aid of 
the ever-present ax, was invented, the pioneers, as a result of their 
ability to appraise and adjust, had an instrument that enabled them to 
settle in the new world at will. Nor did the treeless prairies stop them, 
for they merely substituted strips of sod for logs and continued their 
march across the continent. Had they depended upon the traditional 
forms of shelter—upon the development of stone quarries, sawmills, and 
the metal industries—their progress would have been painfully slow in 
comparison. 

: The process of reason and the resulting invention of new combina- 
tions of facts or materials to meet new conditions or purposes is 
sometimes referred to as the process of intelligence. In the field of ma- 
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terial things where it has helped bring about the technological wonders 
that characterize modern living, this process is called the scientific 
method. Social problems, however, have not been so freely submitted 
to its processes, and the frequently deplored lag of social development 
behind the developments in the technological field has been the conse- 
quence. Wars and recurring periods of inflation and depression with 
their train of human misery continue to be regarded in some quarters 
as inevitable. The process of reason relegates them to the realm of 
natural phenomena and, hence, subject to human control. If individuals 
are to rid themselves of these curses, attention must be given to their 
causes and new arrangements invented to prevent their periodic 
visitations. 

If the process of intelligence is to be applied to social problems, 
many persons may need to learn a new method for determining and 
appraising social action. Appeals to tradition will no longer be accepted. 
The value of employment and old-age insurance, of public works pro- 
grams, of the regulation of the markets by governmental agencies, or 
kindred innovations will need to be determined not on the basis of 
who proposed them or whether they enjoy established precedents, 
but merely on the basis of whether or not the arrangements provide 
the individual citizen increased opportunity to achieve his own self- 
development. In democratic communities it is assumed that the in- 
dividual alone can be the judge in this matter. Free elections are his 
means for giving expression to his decisions. Progress in the social 
realm will be made, therefore, to the degree that individuals become 
proficient in analyzing their needs, and in evaluating social arrange- 
ments on the basis of their consequences. 


SUMMARY 


By way of summary, it is the conviction of those who choose to 
regulate their affairs in the light of the democratic principle, that in- 
dividual freedom or opportunity for self-realization are increased as 
people learn to fashion their actions, institutions, and arrangements 
along lines suggested by their own reason rather than by accepting the 
reasoning of others. The process of intelligence, however, must be 
guided by consideration for the rights and potentialities of each in- 
dividual, as well as by the possibility of securing increased individual 
benefits through cooperative action. This faith in the superiority of 
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the democratic ideal over any other known social principle as a guide 
to the good life suggests that it is the most valuable cultural possession 
of democratic groups. As such, the ideal must become a part of the 
thought and practice of the young. Schools are needed to teach the 
democratic ideal, and the American secondary schools have a special 
responsibility for fulfilling that function. The succeeding chapters will 
present some of the procedures by means of which secondary school 
teachers devoted to the democratic principle seek to achieve this end. 
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Chapter 2. THE CONCEPT OF PUPIL NEEDS 


AND ITS IMPLICATIONS FOR METHOD 


Attention was directed in the preceding chapter to the variety of 
principles man has invented to meet his need for a way to resolve 
conflicts. The nature of the principle that is used in a given community 
gives character to its customs and institutions. Thus, the principle that 
might makes right is used to resolve conflicts among the animals and 
in certain communities of men. In other communities conflicts are 
decided in favor of the individual with the higher social status. This 
social principle has been given the name of aristocracy. In a plutocracy, 
the person with the most money has the right of way over others. 
Oligarchies and theocracies represent still different bases for resolving 
conflicts. Among all the known social principles, the democratic ideal 
stands out as the only one that seeks to preserve the freedom and 
integrity of the individual. This is the primary consideration in a 
democracy whenever a decision must be made. 

There is psychological evidence to show that none of the social 
principles known to man is instinctive. Individuals are not born with 
a predisposition to one or the other. Each must be acquired by a process 
of education, either directly or through formally organized effort. It 
follows that young people in democratic communities must learn to 
understand the democratic principle and learn to apply it in the every- 
day affairs of life. To help pupils become efficient in the use of this 
principle is coming to be recognized as the primary objective of Ameri- 
can secondary education. 


THE CHANGING CONCEPT OF PUPIL NEEDS 
The implications of this objective are not clearly recognized or uni- 
formly interpreted by everyone who has contact with the American 
19 
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Chapter 2. THE CONCEPT OF PUPIL NEEDS 
AND ITS IMPLICATIONS FOR METHOD 


Attention was directed in the preceding chapter to the variety of 
principles man has invented to meet his need for a way to resolve 
conflicts. The nature of the principle that is used in a given community 
gives character to its customs and institutions. Thus, the principle that 
might makes right is used to resolve conflicts among the animals and 
in certain communities of men. In other communities conflicts are 
decided in favor of the individual with the higher social status. "This 
social principle has been given the name of aristocracy. In a plutocracy, 
the person with the most money has the right of way over others. 
Oligarchies and theocracies represent still different bases for resolving 
conflicts. Among all the known social principles, the democratic ideal 
stands out as the only one that secks to preserve rhe freedom and 
integrity of the individual. This is the primary consideration in a 
democracy whenever a decision must be made. 

There is psychological evidence to show that none of the social 
principles known to man is instinctive. Individuals are not born with 
a predisposition to one or the other. Fach must be acquired by a process 
of education, either directly or through formally organized effort. It 
follows that young people in democratic communities must learn to 
understand the democratic principle and learn to apply it in the every- 
day affairs of life. To help pupils become efficient in the use of this 
principle is coming to be recognized as the primary objective of Ameri- 
can secondary education. 


THE CHANGING CONCEPT OF PUPIL NEEDS 
The implications of this objective are not clearly recognized or uni- 
formly interpreted by everyone who has contact with the American 
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secondary schools today. If one were to ask the average man on the 
street what secondary-school pupils need to learn, his answer very 
likely would be that they need “to learn" Latin, algebra, geometry, and 
a variety of incidental subjects that are offered to fill out the pupil's 
class schedule. If asked why these should be studied, he might say that 
secondary schools always have taught Latin and mathematics and that 
if a school does not teach them it is, perforce, not a secondary institu- 
tion. 

This widely held belief that secondary-school pupils need to study a 
particular list of subjects has an ancient origin. It acquired its basic form 
in the periods of Greek and Roman domination of western political 
life. As early as the first Christian century, Quintilian, perhaps the 
best known of the Roman educators, expressed his preference fora 
curriculum consisting of gramimar, astronomy, physics, music, geome- 
try, and philosophy." 

The grammar probably included literature and composition. Quin- 
tilian certainly referred to the grammar of Latin because that was the 
language used by the dominant social class of his time and was the 
language in which the available textbooks were written. Because the 
Romans controlled virtually all of the social institutions of Europe, 
including schools, the Latin curriculum set the pattern of European 
education. 

The schools that survived the decline of the Roman Empire per- 
petuated the Latin curriculum because nothing else was being written 
that seemed better suited to the intellectual needs of the pupils. Mean- 
while, the modern European languages were evolving and, in time, 
Latin was no longer spoken by the common people, even though it 
continued to be the official language of the Church and state. Because 
the modern languages were learned in the home and were used by the 
common people, they came to be regarded as “common” or inferior. 
Latin, on the other hand, was used by the officials of the Church and 
state. This gave it social status. Furthermore, it was mastered only 
at the expense of a prolonged and formally directed effort. Thus, the 
ability to read or speak Latin became a mark of social distinction, and 
to the content of the Latin texts were ascribed cultural values that any 
literature based on the experiences of contemporary people or cast in 


1I, L. Kandel, History of Secondary Education, pp. 29-30, Houghton Mifflin 
Company, Boston, 1930. 
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a “common” language was not expected to possess. Hence, culture and 
learning came to be associated with the past, and the people looked to 
a previous generation to provide the answers to their problems. 

'The undesirable social consequences of this tendency to look back- 
ward to an antecedent culture for the guides to contemporary thought 
and action are widely recognized today. The period in European his- 
tory that was dominated by this point of view is now frequently re- 
ferred to as *the Dark Ages." During that period an increasingly greater 
part of the educational effort came to be directed upon mastering the 
form of the language of the textbook with a proportionately lesser 
emphasis upon the content. The intellectual life of the people conse- 
quently tended to be confined within constantly narrowing limits, and 
much of the cultural heritage, particularly the works of the pre- 
Christian authors, was lost or neglected. 

Secondary education as preparation for college. By the twelfth century 
there was an intellectual awakening apparent in Italy that gradually 
spread northward over Europe. The awakening was due to the fact 
that the works of neglected authors were being reexamined. In some 
instances it was found that the accepted Latin translations of the Greek 
authors were gravely misleading. These discoveries aroused a strong 
desire on the part of many students to read the original texts of the old 
masters. Copies of their works were scarce and only a few individuals 
had access to them. It was necessary, therefore, for students to con- 
gregate in the places where particular works were located and where 
they could listen to the lectures of the few scholars who had had an 
opportunity to master them. These congregations of students and 
masters developed into the European universities. The purpose of the 
universities was not to teach the Latin and Greek languages, but to 
study the ideas the Latin and Greek authors had presented in their 
works, Hence, a reading and speaking knowledge of these languages 
became a prerequisite to attendance at a university. The schools which 
for centuries had prepared persons for service in the Church or state, 
primarily by teaching the Latin language, were now ready to meet the 
needs of those who wished to qualify for admission to the universities. 
By adding Greek to their curriculum, these Latin schools became in 
fact college-preparatory institutions, and the pattern was set for 
secondary education which, particularly in Europe, is widely copied 
even to this day. 
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However bitterly the Puritans may have quarreled with the other 
Europeans over theological matters, they were in accord on many 
theories of education. It is not surprising, therefore, that the Puritans 
who came to America founded Harvard College on the pattern of the 
English universities. Nor is it surprising that individuals seeking ad- 
mission to Harvard College were expected to be able to read the Latin 
and Greek classics. This is reflected in the admissions standards, pub- 
lished in 1643, which announced that: 


When any Schollar is able to understand Tully, or such like classical 
Latine author extempore, and make and speake true Latine in verse and 
prose, suo ut aiunt Marte; And decline perfectly the Paradigim's of nounes 
and Verbes in the Greek tongue; Let him then and not before be capable of 
admission into the college.” 


In following the European pattern for higher education, it is logical 
that the Puritans also should establish Latin grammar schools to prepare 
boys for admission to Harvard College. Schools of this type were es- 
tablished throughout New England in generous number during the 
colonial period. They followed the pattern of their European proto- 
types, and as late as 1789 the curriculum of the Boston Public Latin 
School included nothing more than the study of Latin and Greek 
grammar and practice in reading some of the ancient authors.’ 

The development of commerce and industry in the American 
colonies which helped precipitate the War for Independence also 
created a demand for a new kind of secondary education. The 
academies appeared in response to this demand. They broke with the 
language tradition of the Latin schools and offered instruction in the 
subjects of mathematics and the physical and social sciences which 
had an immediate economic value. Mathematics and some forms of 
science had been taught in the Greek and Roman schools and, for that 
reason if for no other, speedily regained the prestige of academic 
respectability. Also, the theory of mental discipline was gaining popu- 
larity in educational circles and, on the assumption that the study of 


2Emit Duncan Grizzell, Origin and Development of the High School in New 
England before 1865, p. 14, The Macmillan Company, New York, 1923. As quoted 
from Broome, A Historical and Critical Discussion of College Admission Require- 
ments, p. 30. Italics in original. 

8 [bid., p. 13. 
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mathematics developed the ability to reason, many colleges began to 
accept achievement in mathematical studies as evidence of eligibility 
for admission. As a consequence, the established Latin grammar schools, 
which were college preparatory in purpose, altered their curricula to 
meet the new admission standards. By 1820, the Boston Public Latin 
School had added arithmetic, geometry, algebra, and geography to its 
list of offerings.* The study of Latin and mathematics has been prom- 
inent, if not dominant, in American secondary education ever since 
that time. 

In the light of these developments, one can readily understand why 
the belief is widely held even today that secondary education deals 
with well-established and specific subjects. It is also apparent that this 
belief assumes that preparation for life, at least for those who attend 
secondary schools, is identical with preparation to pursue the tradi- 
tional program of college studies. If one pauses long enough to ponder 
the matter, it must also be apparent that this type of secondary educa- 
tion has very little to do with the processes by which adolescents can 
learn to understand and apply in their everyday affairs the principles 
that give character to the institutions, customs, and values of their 
social group. To those who believe that secondary schools should de- 
velop social, economic, and political skills and understandings, the 
traditional college-preparatory curriculum is not adequate. 

Secondary education as the mastery of useful knowledge. What, then, 
will contribute most effectively to the well-being of the individual? 
Herbert Spencer, a distinguished philosopher who looked upon modern 
science and the scientific method with great hope, suggested an answer 
that represents an important trend in the development of educational 
theory. In 1862, he wrote that: 


Every one in contending for the worth of any particular order of infor- 
mation does so by showing its bearing upon some part of life. In reply to 
the Question, “Of what use is it?" the mathematician, linguist, naturalist, or 
philosopher, explains the way in which his learning beneficially influences 
action—saves from evil or secures good—conduces to happiness. When the 
teacher of writing has pointed out how great an aid writing is to success in 
business—that is, to the obtainment of sustenance—that is, to satisfactory 
living; he is held to have proved his case." 


* Ibid., p. 290. 
5 Herbert Spencer, Education, p. 15, A. L. Burt Company, New York, 1862. 
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It was Spencer's argument that the good life is the product of 
knowledge. This argument assumes that the individual will do good if 
he knows what is good and will avoid evil if he knows what is harmful. 
The knowledge needed to give direction to action is secured by means 
of scientific inquiry. It is necessary for the schools to determine what 
knowledge is of most worth and to transmit this knowledge to the 
pupils. 3 

Spencer went on to say that the knowledge of most worth is that 
which bears most directly upon the life activities of the individual. He 
suggested that these activities, in the order of their importance, can 
be classified as follows: 


1. Those activities which minister directly to self-preservation; 

2. Those activities which, by securing the necessities of life, indirectly 
minister to self-preservation; 

3. Those activities which have for their end the rearing and discipline 
of offspring; 

4. Those activities which are involved in the maintenance of proper 
'social and political relations; 


5. Those miscellaneous activities which make up the leisure part of life, 
devoted to the gratification of the tastes and feelings. 


The systems of knowledge which Spencer believed were able to make 
the most significant contributions in these five areas of life arc physi- 
ology, mathematics, physics, chemistry, biology, the social sciences, 
and the science of parenthood. It was these and other practical courses 
that gave the early American academies their distinctive character. 

In 1918 a committee of the National Education Association which 
had been appointed to study the matter suggested that the educational 
effort should consist of seven major emphases rather than the five 
outlined by Spencer. According to the report of the Committee, the 
seven aspects of life that require cultivation are: 

1. Health 

2. Command of the fundamental processes 


3. Worthy home membership 
4. Vocation 


5. Citizenship 
6. Worthy use of leisure 
7. Ethical character ' 


* Ibid., pp. 18-20. 


1 Commission on the Reorganizati i 

eorganization of Secondary Education, Cardinal Princi- 
ples of Secondary Education, USS. Bureau of Education, Bullet 35, Government 
Printing Office, Washington, D.C., 1918. 
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The effect of these seven “cardinal principles” upon educational prac- 
tice closely resembled the effect produced by the Spencerian line of 
thought, that is, educators were encouragd to place their faith in the 
acquisition of knowledge as the means of achieving the good life. The 
effect upon the schools was one of adding to the existing list of offerings 
specific new courses made up of the scientific facts judged to be most 
important of all that was known about one or another of the seven 
areas. Thus courses in civics were widely introduced to develop citizen- 
ship. Courses in physiology, economics, chemistry, art, music, physical 
education, and so forth, made their appearance, and each was expected 
to develop competency ina particular area. In all of the new courses, 
the emphasis was placed upon the acquisition of information that 
would have usefulness for the individual when he became an adult. 
Such knowledge was not expected to have meaning or use for the 
pupil while he was in school. This point of view has implications for 
educational methods as well as for the curriculum and will be discussed 
again in Chap. 6. 

Although Spencer and the commission of the "National Education 
Association succeeded in arousing the interest of educators in the 
nceds of all the pupils, regardless of their ultimate vocational objectives, 
there is now a growing conviction that their efforts fall short of the 
modern objective of providing competence in democratic living. It is 
claimed that merely acquiring knowledge, particularly if it is not im- 
mediately related to personal interests or needs, brings about very few 
changes in the conduct of the learner. For example, chemistry students 
in high school are expected to learn a formula describing a process for 
producing sulphuric acid; yet very few can repeat the formula 2 years 
later. Nor does the learning of that formula help them to decide 
whether sulphuric acid should be used for producing the goods all 
people want, or for creating instruments of destruction by means of 
which neighboring individuals or communities can be forced into sub- 
mission and their possessions seized. If the educational effort is limited 
to the transmission of knowledge, no matter in what categories such 
knowledge is organized, pupils will be forced, so far as the school is 
concerned, to derive incidentally and haphazardly the social principle 
that will determine the ends to which that knowledge will be used. 

Secondary education as participation in life activities. The critics of the 
theory that learning consists of the acquisition of knowledge offer a 
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new concept of the needs of pupils. They argue that improvement is 
the result of practice and that this principle is valid whether one wishes 
to learn to play the piano or to participate in group action involving 
the establishing of a world government. 


The basic characteristic . . . is that every experience enacted and under- 
gone modifies the one who acts and undergoes, while this modification 
affects, whether we wish it or not, the quality of subsequent experiences. 
For it is a somewhat different person who enters into them.* 


From this point of view it follows logically that secondary-school 
pupils need not merely to know about, but must also participate in the 
activities of life. Through participation, they will gradually acquire 
a higher degree of proficiency and improved forms of conduct. The 
school can speed the process of learning by giving direction to the 
participation. 

The schools have difficulty in providing opportunities to participate 
in activities, however, for the reason that the existing program of in- 
struction is based on the conventional subject-matter courses which 
were designed to transmit useful knowledge without reference to the 
life activities in which that knowledge can be used. Which subject, 
for example, can include in one sequence all the aspects of planning a 
dinner party, including the decorations and conversations? Or, in what 
existing course will the pupil learn to budget his income, keep his 
accounts, and spend his funds wisely, all of which are intimately con- 
nected with real-life activities ranging from having a date to making 
plans for a college education? Since the conventional subjects are 
poorly suited to deal with life activities in their total aspects, numerous 
educators have urged that instruction be organized into Bie funda- 
mental or lifelike categories. 
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development of the individual (a) as an individual, (b) as a member 
of a family and other social groups, (c) as an economic being, and 
(d) as a citizen. The educated individual, it would appear from the 
report, is one who can engage effectively in a variety of activities in 
each category. One may infer that the school is expected to provide 
opportunities to engage in a broad program of activities representing 
a desirable balance among the several categories, and to give direction 
to the pupil in order that he may achieve proficiency in some activities 
in each category. 

It should be noted that the members of the Commission have sug- 
gested a new type of curriculum—one in which pupil needs are 
described in terms of the ability to carry on successfully the affairs of 
everyday life. 'This is in sharp contrast with the earlier concepts which 
identified pupil needs with (a) preparation for college, or (b) the 
acquisition of knowledge, but which ignored the life situations in which 
the training would ultimately be used. 'The newer approach is based 
on the theory that the nature of life situations which stimulate pupils 
to act, can also be used to show them the kind of information they will 
need to carry on the activity with satisfactory results, and to provide 
the specific standards by which they can judge the effectiveness of 
their actions. In other words, subject matter will be learned in the 
activity program because it is needed to reach the specific, recognized 
goals which the pupils establish for themselves; and discipline will 
result from selecting, using, and judging the actions and resources 
employed as they try to achieve the desired end. 

Secondary education as participation in the democratic way of life. Unless 
one is careful, it may be assumed from the above discussion that schools 
can transmit the democratic way of life merely by fostering pupil 
activities—any activities as long as they can be classified in one or 
another of the four categories suggested in the report of the Com- 
mission. To avoid that error one must bear in mind that the democratic 
ideal points to a particular kind of activity. 

It is common knowledge that pupils encounter activities that are 
not democratic in purpose. The expressions of intolerance and dis- 
crimination that may be heard in the home or on the street are familiar 
examples. There may be activities even in the school that are engaged 
in for nondemocratic ends. Curricular and extracurricular affairs that 
are dominated to excess by the professional staff are open to criticism 
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along this line. Hence, a shift from a subject-matter mastery program 
to an activity program alone does not guarantee that the school will 
now be democratic. Nor, does a general scheme for classifying activities 
necessarily furnish the pupils with a basis for discriminating between 
democratic and nondemocratic activities. An activity is neither demo- 
cratic nor nondemocratic in its own right. Thus when pupils are 
allowed to come in contact with both democratic and nondemocratic 
forms without having their attention directed to the basis for dis- 
tinguishing between them, the democratic school has failed in its 
major function. ; 

"That schools maintained by democratic communities have an obliga- 
tion to acquaint the pupils with the democratic principle as a guide to 
the good life is evident frbm the previous discussion. Pupils can acquire 
a knowledge of this and other social principles only by examining them 
and by observing their effects upon the individuals in situations in 
which they are used. Furthermore, it is a basic tenet of democracy 
that all principles, beliefs, and values must be able to stand up under 
examination. This applies to the democratic principle itself. Pupils 
have a right-should be encouraged, in fact—to examine the demo- 
cratic principle together with other social principles that are urged 
upon them today with a view to finding out which one 1s the best. 

Obviously, pupils cannot make an intelligent choice unless they have 
adequate information upon which to base their choice. It is known 
that many pupils have direct contacts with nondemocratic forms of 
living in the home and the community. Opportunities for gaining €x- 
perience in democratic living, however, may not be provided to the 
same degree. Democracy needs a fair chance, and the school program 
must be so arranged that pupils will have an opportunity to gain direct 
experience with democratic arrangements. Let them conduct all their 
affairs for a period of time consciously directing their actions by the 
light of the democratic ideal. Then let them try other social principles 
in a similar manner. That is to say, the school should be a proving 
ground on which the pupils can try with,deliberate intent this oT 
that social principle on the level of their own everyday concerns. The 
school requires only that democracy be given a fair trial along with 
other forms. It is the firm faith of democratic peoples everywhere 
that given such a trial the democratic principle will demonstrate its 
superiority over the others. Thus, it is through participation in demo- 
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cratic living that schools provide pupils with the experiences needed 
to know and to judge intelligently the democratic way of life. 


THE NEEDS OF SECONDARY-SCHOOL PUPILS IN A DEMOCRACY 


The democratic way of life is a unitary process in the sense that it 
reaches into every aspect of human affairs. For example, what one does 
in search of personal satisfaction is bound sooner or later to have some 
implications for one's behavior in the social, civic, and economic areas 
as well. It is hard for an individual to direct his family life on a demo- 
cratic basis but to follow a different way of life in his economic affairs. 
Compartmentalization of this kind is reported from time to time, but 
it is not recommended as a wholesome arrangement. It is important 
that the teacher understand the unitary nature of democracy, but for 
teaching purposes it is sometimes desirable to focus the learner’s at- 
tention first upon one aspect of a complicated problem and then upon 
another in order that later he may better comprehend the whole. In 
keeping with this procedure, the implications of the democratic way 
of life for the pupil are presented here as needs distinguishable one 
from the other. 

The first need is self-respect. As stated in the preceding chapter, the 
democratic social principle is finding favor in many quarters because 
it offers greater opportunity for the individual to secure his own well- 
being than do opposing social principles. Democracy is the way of life 
that places greater value upon individual freedom and opportunity 
than upon specific social forms or institutions. Hence, the first thing 
the individual in a democracy must learn is self-respect. He must be 
led to accept his own self-realization as a worthy and, in fact, the 
highest goal toward which he can direct his life's efforts. 'This does not 
imply malicious self-seeking, but rather the spirit of living and working 
with his equals, each of whom has a similar right. 

It is not always an easy matter for the school to awaken within the 
pupil a sense of his own worth. Members of minority groups in par- 
ticular have been expected to have natures that are inferior to the 
natures of the members of dominant groups. For example, people of the 
minorities are expected to become servants and to do whatever menial 
work that needs to be done in the community. Pressures are exerted to 
force them into these forms of employment and sometimes the pres- 
sures are defended by the argument that these individuals, because of 
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their assumed natures, find their greatest happiness only when engaged 
in work of a menial character. An individual who resists the pressures 
is likely to encounter many unpleasant experiences. Knowing this, 
minority group parents sometimes try to protect their children by 
teaching them to accept their low status philosophically. Any attempt 
on the part of the children to break out of their sphere of limited op- 
portunity is quickly punished. Thus, the children are taught “to know 
their place" and not to aspire to a higher station in life than is theirs by 
inheritance. 

Class distinctions which are sharply drawn in aristocratic societies 
exert similar restrictions. In a recent conversation on the subject of 
his early education, a young British army officer of aristocratic ante- 
cedents said: “In England we think it is better for everyone concerned 
when each person recognizes his place and stays in it.” He went on to 
say that as a boy he was encouraged to “go down to the village" to play 
cricket with the boys. After the game it was considered proper for all 
of them to go to the tavern for a glass of ale. At that point no further 
fraternization was permitted and neither he nor the villagers attempted 
to cross the social barriers that separated them. The social code decreed 
that he must attend a special secondary school and ultimately he 
matriculated in Oxford University. In contrast, the villagers attended 
the local school and upon completing the course of studies offered 
there found employment in keeping with their respective stations in 
life. When the Second World War was declared, he received an army 
commission while the villagers dutifully joined the ranks. Thus, every 
detail of their respective social lives was ordered by the prevailing 
class System. Parental attitudes, social customs, and the system of edu- 
cation were all designed for preservation of the existing class dis- 
tinctions. 
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bers continues to be determined by academic rank on many college 
campuses. The families of assistant professors rank below the families 
of associate and full professors, respectively, with the professor of 
Greek heading the list by virtue of the fact that his "discipline" has 
the most honored tradition. In such an atmosphere it sometimes happens 
that a prospective student's ability to profit from the opportunity to go 
on to college is not necessarily the major or the only consideration in 
determining whether the college will admit him. Needless to say, the 
realization that he will be unable to attend a college of his choice for 
other than academic reasons can do much to destroy the self-respect 
ofa secondary-school pupil. 

There are some who argue that schools in rural areas should teach all 
pupils agriculture in order to keep them on the farms. There is pressure 
based on a similar line of reasoning to provide highly specialized voca- 
tional training for the noncollege pupils in industrial communities to 
prepare them for employment in the dominant local industry. This 
type of specialization is undemocratic, for it is likely to limit individual 
opportunity. It denies to the pupil the opportunity to discover other 
possibilities and to make his own vocational choices. The farm boy 
who has never known any form of profitable employment other than 
agriculture obviously will become a farmer. He has no alternatives. He 
may even become a good farmer and a reasonably happy one, but the 
quality of his attitude toward himself and his work will be vastly dif- 
ferent from that of the individual who has carefully examined a num- 
ber of vocations and has selected agriculture because he has found it 
to be the one pursuit that promises him the greatest degree of personal 
satisfaction. 

Self-respect grows with the opportunities to choose. It is built up 
as the pupil comes to realize his opportunity to choose freely that which 
in his judgment will contribute most to his personal well-being. The 
school can help the pupil to choose freely and wisely in spite of re- 
stricting social pressures, limited knowledge, and inadequate personal 
resources. The freedom to choose is his democratic birthright, while 
the barriers in his way, in many instances, are nothing but rubble left 
by an ebbing social ice age. One must add that there is no objection to 
teaching agriculture, or other forms of specialized vocational educa- 
tion in the secondary schools of a democratic society. However, there 
is objection to imposing a highly specialized form of training upon any 
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individual who has not voluntarily requested that training after he has 
explored freely and adequately the several alternatives before him. 

It is at this point that the four categories of life activities suggested 
by the Educational Policies Commission may become valuable guides. 
The secondary school can look upon them as areas within which the 
pupil may be directed to search for his own unrealized potentialities. 
Awareness of new potentialities gometimes comes from a comparison of 
one’s own achievements with the achievements of others. History, 
sociology, politics, and literature offer valuable bases for such com- 
parisons. Similarly, a study of the attributes of well-adjusted individuals 
may become the means for focusing the pupil's attention upon the as- 
pects of his own personality that can be improved through well- 
directed effort. 

Properly directed exploratory activities, including the comparison 
technique, may help the pupil become aware of his unexploited opportu- 
nities as an individual, as a member of social groups, as an economic 
being, and as a citizen. For example, many pupils have missed carefree 
recreational and social opportunities because of physical defects of 
which they were unaware until a routine medical examination re- 
vealed them. A highly respected college professor relates that in his 
youth he was accused of being snobbish and hard to get along with. 
One day he was informed by the school physician that he needed 
glasses. After acting on the physician's advice, he found that he, too, 
could recognize friends at a distance down the hall or across the 
street, as others had mysteriously been able to do before. Similarly, 
pupils who have known only the strife-laden atmosphere of their own 
homes are not likely to realize that more congenial family relation- 
ships are possible. They need to be introduced to an atmosphere of 
gracious living, after which they may choose for themselves what man- 
ner of relationships shall govern their contacts with others. 

In the economic area, the need for information prior to making a 
vocational commitment has already been mentioned. But wise spend- 
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In civic affairs, the high-school pupil maybe woefully ignorant of 
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the influence the individual can exert in bringing about better govern- 
ment. Traditional-school government frequently is of, by, and for 
the teaching staff. The pupils may grumble but they are expected to 
accept without any other show of resistance whatever is decreed for 
them. Is it any wonder that upon becoming legal voters they accept 
a government of, by, and frequently for professional politicians with 
no other show of opposition than ineffective grumbling? What other 
alternatives have the schools provided? How can individuals take ef- 
fective action unless they know what possibilities for action are open 
to them? 

The second need is fo acquire social consciousness. In a society where the 
individual is of primary concern, there may appear at first glance to be 
no need to develop social consciousness. This is not the case, for a more 
careful examination will show that the maximum development of the 
individual can be obtained only in a social environment. This is dem- 
onstrated in a negative way by the case histories of “lost children,” a 
number of which are now on record. Contrary to the popular Tarzan 
myth, these children who apparently were separated from human 
contacts in early life and who grew up in the company of wild ani- 
mals, developed not the characteristics of humans but those of the 
beasts with whom they lived. The close relationship between the de- 
velopment of the individual and the quality of his social environment 
is further demonstrated by studies of the children of the canal people 
of England, of the well-known Jukes and Edwards families, and numer- 
ous other studies, some of which suggest that the environment may 
affect even the individual’s capacity to learn. In consideration of this 
evidence, secondary-school pupils need to be brought to the realization 
that individual opportunity is to be found in a social environment. 
Contacts with others tend not only to stimulate personal efforts, but 
also to provide increased opportunity for specialization in the area of 
one's interests, and to make possible economies of time and energy 
through cooperative activities. 

Social consciousness may be developed out of what appears to be a 
natural desire for social experiences. Even very young children seem 
to seek the company of others. The desire for social experiences will 
continue as long as the resulting contacts yield personal satisfaction. 
Therefore, if the individual is to enjoy the benefits of community life, 


he must have not only a desire for social contact, but also the ability 
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to engage with satisfaction in activities that involve his contemporaries. 
If he lacks the necessary knowledge, skills, and understanding, the 
school must help him acquire them. 

The direction-giving function of social consciousness has already 
been mentioned. In a society where each individual is concerned pri- 
marily with his own purposes, conflicts are inevitable. The democratic 
social principle affords a basis for resolving the conflicts, but the suc- 
cess of the formula depends upon the willingness of the individuals 
concerned to redirect their purposes when this is necessary in the inter- 
ests of the common welfare. The common welfare is interpreted here 
not as the preservation of an institution or custom created by common 
consent, but rather the preservation of freedom for all the individuals 
who are involved. It is the democratic faith, based upon experience, that 
more freedom is available to the individual in a community in which 
each member agrees to redirect his personal goals whenever it is shown 
that his intended line of action will result in a reduction of the oppor- 
tunitics of others. Respect for the rights of others is the price of in- 
dividual freedom. Social consciousness includes the recognition of this 
fact and a willingness to pay the price. 

The third need is to develop confidence in the authority of intelligence: 
The development of self-respect has been listed as a requisite to maxi- 
mum individual development. However, when the individual becomes 
aware of new potentialities, he may find that existing institutions, Cus- 
toms, or attitudes stand in his way. In such cases, a conflict may arise 
between democratic theory and existing practice, for the welfare of 
the individual may appear to be accessible only at the expense of the 
existing arrangements. These conflicts frequently assume serious pro- 
portions because the old habits of thought and action are likely to be 
firmly established and strongly supported by individuals who enjoy 
special benefits as long as the status quo is maintained. When there are 
strong pressures to resist change, some doubt may arise as to whether 
it is better to forego the old ways or the new opportunities. 

Examples of such conflicts are apparent in many areas of current 
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that the removal of the threat of economic want will deprive the in- 
dividual of the stimulation afforded by the rewards of unrestricted 
enterprise and the threat of starvation. Along the same line, there is a 
story told of an American of Italian birth who returned one day to 
visit his ancestral home. While there, he took pity on his aged mother 
who toiled every day carrying water from a spring on a nearby hillside 
for a large household of children and grandchildren. 'The American, 
a plumber by trade, bought some pipe, borrowed some tools, and in- 
stalled a water system that added appreciably to the comfort and con- 
venience of the family. His mother and other relatives, however, were 
furious, for the new arrangement destroyed their established manner 
of living and left the old lady without her traditional means of justify- 
ing her presence in the social group. 

Secondary-school pupils are not free from shackling traditions. Fre- 
quently the college-preparatory courses enjoy a prestige among pupils 
that seems to have little foundation other than tradition, and yet it is 
strong enough to persuade many pupils to spurn courses that are more 
directly related to their needs and interests. For this reason pupils who 
expect to work after graduation may refuse to elect commercial sub- 
jects. Home economics and shop courses are said to be for "dumb- 
bells” and are avoided whenever possible, even though they might be 
fun as well as helpful. Sometimes pupils possessing academic ability 
but modest means choose to forego the opportunity to attend col- 
lege rather than to enroll in a "secular" state university. 

Restricting attitudes and beliefs are slowly yielding ground in the 
face of a more intelligent attack upon individual and group problems. 
The new approaches are more intelligent because they create more ef- 
fective ways for the individual to achieve the good life. Intelligence 
means the ability to fashion actions to achieve specific purposes. Thus, 
if a college education is the purpose, the pupil is intelligent who lists his 
opportunities and resources, and then selects a course of action that 
promises success within those limits. Similarly, if health is the objec- 
tive, the individual is intelligent who avails himself of the medical skills 
and services that give greatest promise of health when applied to his 
specific case. If physical comfort is the purpose, it is intelligent to in- 
stall heating, air conditioning, and plumbing systems, regardless of 
whether or not houses were equipped with these in the past. If se- 
curity in old age is the goal, payroll deductions and special taxes to 
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create a pension fund under governmental supervision seem to be in- 
telligent procedures regardless of what has been the tradition. New 
purposes cannot always be achieved by living in the old. pattern of 
life. New purposes may call for new arrangements and institutions. 
Resourcefulness, imagination, and creativeness pay dividends in indi- 
vidual well-being when they are used to invent better means to achieve 
desirable and clearly defined ends. 

It follows that if pupils grasp clearly the idea that democracy has as 
its purpose the welfare of the individual, the process of intelligence 
can be presented as a necessary means to achieve that end. Tradition 
and other forms of authoritarianism when imposed upon the pupil 
restrict development, for they force upon him the habits, institutions, 
and customs that were designed by others living at a different time and 
under different conditions to achieve their own purposes. Intelligence, 
on the other hand, liberates the individual. It sets him free to try new 
forms of behavior and arrangements. This freedom, however, is not an 
invitation to revolution or irresponsible experimentation, for with it 
goes responsibility. When the pupil consciously departs from time- 
tested precedent and chooses a new line of action, he must also accept 
tesponsibility for the consequences. This knowledge is a sobering in- 
fluence and is inclined to stimulate caution and a thorough examination 
of the probabilities. Only those who are inexperienced in making 
choices are inclined toward recklessness. Experience is a sobering in- 
fluence, but it may also develop confidence in the process of intelli- 
gence as a means of building a better way of life. 

The fourth need is to acquire practice in democratic living. Finally, the 
democratic way of life is an active, ongoing process and not a static 
state of being. One cannot achieve the good life simply by refraining 
from doing anything bad or by memorizing facts that others have 
found to be useful. Individual happiness is the product of creative 
effort. Democracy isa way of doing things. Hence, secondary-school 
pupils must learn to live, to work, and to play, and to do these things in 
a manner that will bring them nearer the goal of individual well-being. 

There is a growing tendency to regard learning as, basically, the 
process of improving action by taking into account the results of previ- 
ous actions. This is what is implied in the phrase, 
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tions that are typical of life outside of the traditional classroom and 
which result in better living for them even while they are in school. 

Outside of school, learning takes place in a concrete situation. Spe- 
cific circumstances and conditions are present that call for definite 
action. Evidence that learning has taken place is found when some 
modification in conduct, attitude, or understanding has occurred that 
gives the individual better control over his physical and social environ- 
ment. Learning is a single, unitary process even though it may ex- 
tend over a period of time covering days, months, or years. The 
learner, individual or group, must run through the entire learning 
process even though it is probable that errors will be made and that 
on subsequent “runs” a different course will be taken. The process 
js illustrated in the case of the motorist who, on his first trip to a given 
destination, makes a wrong turn or two, or selects a route that has many 
traffic lights and is used by a large number of slow-moving vehicles. 
The next time he is called upon to make that trip, he will review his 
experiences on the previous trip, consult road maps, make inquiries in 
likely places, and finally act in a manner that will avoid the annoyances 
he previously had encountered. Thus his experiences serve as the 
basis for planning a new route that will get him to his destination more 
quickly and pleasantly than did the old one. In other words, he has 
learned by reconstructing his experiences, and the evidence of learning 
is found in his changed mode of behavior. 

So, also, must the secondary-school pupil learn to deal with his per- 
sonal and social problems. The learning process starts with the problems 
that arise as the pupil lives, works, and plays as an individual and as a 
social being. He learns as he acquires experiences that help him make 
adjustments and adaptations in his own actions and environment. The 
adjustments and adaptations, selected in the light of the democratic 
ideal, bring him progressively nearer to the goal of his own well-being. 
This process of finding and testing better forms of behavior and adapta- 
tion is sometimes referred to as problem solving. 

In developing problem-solving ability, the particular problem before 
the learner is of less importance to the teacher than the nature of the 
attack that is made and the ends that are sought. Any concern that is 
vital enough to drive the pupil to seek a solution can be used as the 
basis of a learning situation. The problem may be to get enough money 
to do the things other pupils do, to learn to dance, to understand one’s 
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parents and the adult point of view, to get a new suit or a new dress, 
to secure admission to a college, to get better grades, to acquire a 
skill, or to select a vocation. Whatever the problem, the school can 
foster learning by helping the pupil define what his own well-being 
means. Thus, the first step in solving a problem is to establish specific 
goals which, if achieved, promise to bring about a larger measure of 
contentment. 

Next, the school can help the pupil decide upon a good way to 
reach his goal or goals, and to gain whatever skills or abilities are 
needed to use the means selected. The ability to deal effectively with a 
problem depends in no small measure upon the knowledge one has 
to draw upon for the suggestion of possible solutions. The acquisition 
of knowledge, therefore, may well continue to occupy a major part 
of the pupil's time while he is in secondary school. Knowledge may be 
secured in two ways. In the first method, the learner deals directly with 
the materials and conditions that make up the problem situation. He 
then depends upon the reconstruction of his own direct experiences to 
furnish guides to future action. In the second method, the learner may 
draw upon the experiences of others which are made available to him 
through the printed and spoken word. 

In the normal course of events, an individual when faced with a 
problem situation first searches his own experiences to find a likely 
solution. When the knowledge that has been acquired through the 
direct method is not adequate for the problem at hand, it is a real ad- 
vantage to be able to tap other sources of knowledge. Pupils have to 
learn how to tap the accumulated experiences of the human race, tO 
use the great systems of classified knowledge which are represented by 
the sciences, mathematics, history, and the like, for specific ends. This 
involves not only the methods of research but also the basic tools of 
learning such as reading, the number skills, and the arts of communica- 
ee e 
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part of the problem-solving skill. Whatever knowledge is needed 
will be acquired by the pupils, either from personal experience or 
through research, as they deal with the problems that arise. 

Finally, the school can help the pupil appraise the solution which 
he has selected, in the light of the goal or goals he is seeking. The ap- 
praisal becomes the basis for projecting new solutions or even new 
goals. This is essential to the continuous reconstruction of experience 
and consistent growth. It occurs whenever one asks questions such 
as, “Which way brought about the best results,” or “Are we better 
off now than we were before?” 

The definition of purpose, the discovery and selection of appropriate 
means, the testing of the selected means, and the appraisal of outcomes 
are aspects of a single process. The process is larger than the memoriza- 
tion processes to which some schools continue to limit their efforts. It 
must be practiced in its entirety, supervised and directed by the school, 
if pupils are to grow in their ability to deal with problems. 

Because the individual, adolescent as well as adult, lives, works, and 
plays in a social environment, many of his problems are likely to be 
of a social rather than of a personal nature; that is, more than one in- 
dividual will share the concern that gives rise to the problem at hand, 
and for that reason others may be involved in its solution. Hence, 
secondary-school pupils need to acquire proficiency in working with 
others. They must learn to participate in group planning, in arriving 
at group decisions, and in carrying on group action. This, too, is an 
action process in which doing is the keynote of learning. 

To be capable of participating in a cooperative undertaking, indi- 
viduals must know how to conduct themselves in a group situation. 
They must know how to organize themselves in a manner that will 
facilitate discussion and the appraisal of opinion as a basis for formulat- 
ing and carrying through a cooperative plan of action. These social 
skills, like any other skill, are developed through practice. A study of 
concerns common to secondary-school pupils will show the kinds of 
group activities through which the school may foster the needed de- 
velopment. It follows that schools must be prepared to accept the 
concerns of pupils as the starting points for the learning process, and 
thac pupils must be given an opportunity to deal with the problems 
as a group and as a single, complete process—from purposing, through 
doing, to evaluating the resulting experiences. 
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One must not assume, however, that all problem solving and all 
cooperative experiences develop the capacity for democratic living. 
Those who are tempted to make this assumption are reminded that 
thieves engage in rather complicated problem-solving activities and 
are known to cooperate with each other in a very effective manner. 
Their actions are undemocratic nonetheless, for they are undertaken 
for the very obvious purpose of gaining personal advantages at the ex- 
pense of others, Problem solving and cooperation are democratic pro- 
ceedings only when they are directed by the democratic ideal. This 
is an important distinction and it must be made by all who wish to 
become intelligent in their social action and thinking. The school has 
a responsibility for pointing out this distinction. Pupils must be re- 
minded of the kind of ends that are sought and must seck democratic 


ends consciously and willingly if their ability to use democratic pro- 
cedures is to develop. 


SUMMARY 


By way of summarization it may be said that the democratic second- 
ary school, like any other agency of a democratic society, derives its 
nature from the task it is created to perform. The secondary school in 
America may, therefore, be expected to help the adolescent realize his 
potentialities for living a life that yields greater satisfaction than would 
be possible if he were left to his own resources and devices. This func- 
tion includes awakening the pupil to a realization of his potentialities 
aud to a desire to achieve them; helping him explore the opportuni- 
ties that a social environment affords together with the responsibilities 
that devolve upon him if he is to utilize them; helping him explore 
the advantages and the responsibilities entailed in charting his own 
action guided by his ability to predict and to select the consequences 
of his proposed action; and affording him an opportunity to live cre- 
atively with his contemporaries from day to day. 

For a great many years secondary schools have selected and judged 
teaching methods in terms of the amount of ground covered or the 
number of facts memorized by the pupils. Increasingly, however, sec- 
ondary schools in America, as well as in other E uie that aspire to 


a democratic form of life, must examine their procedures in the hight 
ot the following questions: , 
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1. Does this method build up the self-respect of the pupil? 
2. Does this method develop social consciousness and sensitivity to the 
rights and dignity of other individuals? 

3. Does this method develop faith in and the ability to use the method 
of intelligence? 

4. Does this method provide pupils satisfactory experience in democratic 


living? 
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Chapter 3. THE SECONDARY-SCHOOL PUPIL 


The intelligent worker in any walk of life plans his work to meet 
the particular conditions that confront him. The salesman adapts his 
sales talk to emphasize the features of his wares most likely to interest 
his client, the farmer grows the crops that promise to have a high 
market value, the manufacturer designs his product to comply with 
the wishes of his customers, and the doctor prescribes whatever medi- 
cine is likely to correct the ailment of his patient. E 

Teaching also must be adapted to a variety of conditions and cir- 
cumstances. Among the many factors that must be taken into account 
are the personality of each pupil and the general characteristics of the 
class. It is obvious that the teacher of agriculture cannot use the same 
procedures and learning materials with boys and girls from the farms 
that are used with success with pupils from urban or suburban areas. 
Furthermore, not all of the farm boys intend to become farmers and 
for that reason not all of them can be expected to take an interest in 
the study of agriculture. Similarly, teachers of the sciences, of the lan- 
guages, and of the practical arts cannot expect all pupils to be equally 
prepared or equally motivated to study their subjects. Because pupils 
are not alike and the reasons for providing instruction are not every- 
where the same, the teacher when he plans his work must take into ac- 
count such factors as the maturity, the abilities, the backgrounds, the 
interests, and the purposes of the particular pupils with whom he is to 
work. What, then, are some of the characteristics of secondary-school 


pupils to which instruction must be adapted? 


TRADITIONAL TEACHING METHODS WERE DEVELOPED WHEN RELA- 
TIVELY FEW BOYS AND GIRLS ATTENDED SECONDARY SCHOOLS 
for a great many years the pupils enrolled in American secondary 
schools represented a very small percentage of the boys and girls of 
43 
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secondary-school age. This was due in part to the belief that equality 
of educational opportunity meant merely that all boys should be free 
to take what the school has to offer or do without. Thus when the 
first secondary school was founded in Boston in 1635, it was cstablished 
as a public institution. It received support from the town funds, and 
admission was open to any boy living within the town who coulè meet 
the entrance requirements. Soon all towns in the Massachusetts Bay 
Colony with a population of one hundred families or more were re- 
quired to provide similar schools. Other colonies soon followed the 
example of Massachusetts. However, attendance was not required, 
and a boy could elect to attend or not as his personal interests or cir- 
cumstances dictated. 

As stated in Chap. 2, these early secondary schools followed the 
college-preparatory patterns set by the Latin schools of Europe. Thus, 
the study of Latin and Greek constituted the chief occupation of the 
pupils. That the classical curriculum was designed primarily to serve 
boys who were preparing for the ministry was widely recognized, but 
nobody seemed to object. It was thought enough that each boy had an 
opportunity to attend, and if he chose instead to learn a trade, to secure 
employment in agriculture or some other unskilled occupation, Of to 
seek his fortune on the frontiers to the west, he had a right to do so 

The historical data that are available show that a majority of the 
Jog men growing up in the rough environment of the pioneer com- 
mountes were not attracted to the Latin grammar schools. The large 
majority elected other pursuits. It is also evident that those who did 
choose to go to school constituted a highly selected group with inter- 
ests, purposes, and presumably abilities that were nearly homogeneots 
when judged by present-day’ standards. Helping this highly selected 
and homogeneous group of pupils to achieve their educational pur 
poses was a relatively simple matter. 

The PeeoBdarg school’s preoccupation with the classical studies W% 
mo seriously challenged until the colonies were ready to seek their 
D independence. By that time colonial trade and industry had 
ae 
nical knowledge and skills bas ^f vea Es cem ees i 
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admitted to secondary schools until later. 
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secondary education. The academies were introduced to satisfy this 
need. These new schools were not publicly supported, but in many 
instances were private ventures which were dependent upon tuition 
fees. While some of the academies were endowed, and some ultimately 
received public support, the fee barrier frequently was formidable 
enough to place a secondary education beyond the reach of many of the 
boys and girls living at that time. 

The rise of the free high schools during the latter half of the nine- 
teenth century did not immediately alter the general nature of the 
secondary-school population. Although the tuition fees were removed, 
it was not long before the curriculum again was dominated by the tra- 
ditional college-preparatory subjects. These subjects retained their 
prestige due to the widespread acceptance among leading educators of 
the doctrine of mental discipline. According to this theory, learning is 
a form of mental exercise that improves the powers of the mind with- 
out reference to the subject that is studied. Since abstract subject mat- 
ter was thought to require greater mental effort and, therefore, to 
provide more exercise than practical subject matter, the high schools 
retained many of the classical subjects. Thus, as long as attendance was 
not required, only those boys and girls who possessed high academic 
ability and who were attracted to the classical subjects voluntarily made 
their way into the high schools. 

The highly selective nature of early secondary education is indicated 
by the fact that as late as 1880—long after the public high-school move- 
ment had been launched—only 3 per cent of the boys and girls of 
secondary-school age were actually enrolled. This small group repre- 
sented the interested and the able who were willing to follow the pro- 
gram of instruction that was provided. Apparently, the interests and 
purposes of the pupils were sufficiently alike to make possible the use 
of a uniform pattern of instruction. The nature of that pattern with 
some of its modern adaptations will be discussed in Chaps. 6, 7, and 8. 


MODERN METHODS MUST SERVE THE NEEDS OF ALL BOYS AND GIRLS 

Since 1880, there has been a phenomenal increase in the number of 
pupils enrolled in secondary schools. Data collected and published by 
the U.S. Office of Education show that the number of pupils enrolled 
has doubled every 10 years from 1880 to 1930. By 1940, the total num- 
ber enrolled was approximately 6 million. A part of the increase has 
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been due to the rapid expansion of the total population, but an E 
tant part is due to the fact that a larger percentage of the he an 
girls of secondary-school age are now going to school insteac i Boing 
to work. Startling as the increase in enrollment has been, it is »-- 
that for the country as a whole approximately 35 per cent of those oi 
secondary-school age are not in school today. Furthermore, it has been 
estimated that “the number of children attaining age 14 will increase 
rapidly up to 1961, when there will be almost 50 per cent more of these 
children than there were in 1945.” ? It is evident, therefore, that the en- 
rollment increases are likely to continue for a number of years to come 

The problems presented to secondary schools by this expanding 
pupil population are many and varied. While the pupils v ho consti- 
tuted the highly selected enrollments of 1880 were relatively homo- 
geneous, the present population is approaching the heterogeneity of T 
unselected total adolescent population. In 1880, the pupils attende 
voluntarily except for such parental persuasion and social pressure % 
may have been employed in individual cases. Today, however, many 
pupils are forced to attend by legislation and the fact that they arè 
excluded from gainful employment by the competition from older 
workers and the increased complexity of the industrial processes. In 
1880, nearly every boy in secondary school ultimately went on to col- 
lege. Today, only one pupil out of five continues his education in some 
type of post-secondary school. Now that the theory of mental dis- 
cipline is generally discredited, it is apparent that the 80 per cent who 
do not continue their schooling beyond graduation have abilities, needs 
and interests that differ from those who do go on. 

In the face of the increasing diversity of the pupil population, the 
concept that equality of opportunity means merely the opportunity for 
all to study the traditional list of subjects adopted by the earlier sec 
ondary schools is due for some serious revision. Equality of educa 
tional opportunity should mean more than an opportunity to attend, 
tuition free, a school whose facilities and program of instruction wet 
designed many years ago to meet the needs of a highly selected group. 
It should mean, among other things, that the school must make avail- 
able to each pupil, regardless of his interests and abilities, the facilities 
that will enable him to use the time and effort spent in school in ways 


?From a reprint from Statistical Bulletin, Metropolitan Life Insurance Com 
pany, 28 (6), June, 1947, 
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that are satisfying to him. This concept of equality of opportunity 
makes the consideration of individual differences a matter of para- 
mount importance to the teacher. 

Increased enrollments mean increased differences in ability to learn. 
Teachers probably have been aware of differences in their pupils since 
the instruction of the young first became a specialized function. How- 
ever, the nature and extent of these differences were not studied in a 
scientific manner until modern psychology was developed. Early in 
the twentieth century, a French psychologist by the name of Binet 
developed what he believed to be a method for discriminating between 
children who could profit from instruction and those who could not. 
The latter group, he believed, were so meagerly endowed with the ca- 
pacity to learn that any educational effort spent upon them would be 
wasted. For reasons of economy, therefore, he sought a method by 
means of which the permanently disabled ones might be recognized 
as a basis for separating them from the normal group before too much 
money had been spent in trying to educate them. Binet’s search for 
such a method ultimately produced a crude form of the now familiar 
intelligence tests. 

In a short time, Binet’s method for discriminating between the feeble- 
minded and the normal was adopted quite generally by the psycholo- 
gists who were attempting to reduce their field of investigation to an 
exact science. Binet’s technique was refined and used as a device for 
collecting objective data about the nature and possibly the causes of 
human behavior, From the data these investigators gathered, it was 
concluded that the range of differences with reference to one trait, 
namely, the ability to learn, confirmed Binet's theory that there is a 
difference between the feeble-minded and the normal. Binet had erred, 
however, in assuming that these are two sharply defined groups and 
in implying that a given individual is either clearly feeble-minded or 
normal. On the contrary, it was found that the range of differences 
is a continuum extending from the extremely dull idiot to the extremely 
brilliant genius. In the total population some individuals may be found 
to represent each point of gradation between these two extremes. The 
large majority of individuals, however, have abilities that tend to clus- 
ter approximately midway between these two extremes and are said 
to have average or normal ability. 

The range of abilities and the nature of their distribution have sig- 
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nificance for teachers because the increase in enrollments has brought 
into the secondary schools more and more pupils who have average 
or even less than average ability to learn. A generation ago, the selec- 
tion factors described earlier had discouraged all but the very able from 
seeking a secondary-school education. Today, however, it is not un- 
usual to find within a given school, or even within a given classroom, 
a pupil whose ability to learn borders on feeble-mindedness w hile next 
to him is a pupil so able that psychologists may call him a near genius 
If teaching is planned on the assumption that all pupils are alike, these 
two individuals, one with an IQ of 85 and the other with an IO of 145, 
will be given identical assignments and expected to reach the same goals 
in the same period of time. 

Variations in ability to profit from school experiences are revealed 
in other ways. The ability to read, for example, is a major factor in 
determining the success or failure of secondary-school pupils for the 
simple reason that reading activities constitute a large portion of their 
assigned work. In Table 1 it is shown that variations in reading ability 
are as great as, if actually not greater than, the variations in the ability 
to learn. The data in this table are expressed in terms of “grade levels” 
and show that among the 127 entering ninth-grade pupils who took the 
tests, one pupil indicated a mental development equal to the develop- 
ment of an average pupil in the last half of the fourth grade while 
another pupil in the same class indicated development comparable to 
that of college students. 

With reference to their ability to understand or comprehend what 
fne Were reading, the range of variation is indicated by the fact that 
one pupil demonstrated ability equal to that of average beginning 
pupils inthe fifth grade while the top pupil could read with comprehen- 
sion equal to. that of college students. Variation was slightly greater 
however, with reference to speed of reading. This fact suggests the 
possibility that if assignments are of such a length that the average 
pupil ina high-school class can complete them in a comfortable man- 
a 
time employment Du r hobbies, extracurricular activities, and par 

a others may not be able to do the assignments 

no matter how conscientiously they try. 
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€ ability to learn is not a general ability but a specialized 
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TABLE 1. DISTRIBUTION OF THE GRADE SCORES or 127 ENTERING ININTH-GRADE 
STUDENTS ON THE STANFoRD-Binet TEST or INTELLIGENCE AND THE GATES 
Reaping Survey Test * 


= 


Grade level ne Mental 
grade grade 
13.0 + jl 
12.5-12.9 2 
12.0-12.4 5 
11.5-11.9 5 
11.0-11.4 6 
10.5-10.9 1 7j 
10.0-10.4 2 9 
9.5- 9.9 23 14 
9.0- 9.4 42 17 
85- 8.9 51 15 
8.0- 8.4 8 14 
7.5- 7.9 11 
7.0- 7.4 9 
6.5- 6.9 5 
6.0- 6.4 3 
5.5- 5.9 1 
5.0- 5.4 2 
4.5- 4.9 1 
4.0- 44 
3.5- 3.9 
High score 10.7 13.0 + 
Median f 9.0 94 
Low score 8.0 4.8 


Level of 
Compre- 
hension 


13.0 + 
9.3 
5.2 


Vocabu- 
lary 


12.3 
9.3 
4.8 


- 


* Guy L. Bond, "Identifying the Reading Attainments and Needs of Students," 
Reading in the High School and College, Part Il, Chap. V, p. 70, Forty-seventh 
Yearbook, National Society for the Study of Education, University of Chicago 
Press, Chicago, 1948. By permission of the Society. 


t Calculated on ungrouped data. 


one. They claim, on the basis of a considerable body of data, that there 
are, in fact, four distinct types of abilities—academic, social, motor, 
and aesthetic—and that these four are not necessarily present to the 
same degree in the case of a given individual. While some individuals 
may be fortunate enough to have above-average ability in all four 
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areas, others may be below average in each. Still cau my p" 
high degree of ability in one or two arcas but be merely M" 
even below average in the others. The student who has an exce a 
scholastic record but who fails miserably on the athletic field or in 
social situations illustrates this type of specialized ability. The same may 
be true of the athlete who performs brilliantly in the gymnasium but 
fails in the classroom. E 
The possible variety of individual ability patterns seems endless, 4 
one needs merely to draw upon personal experience to rc lize that E 
instructional procedures found in secondary schools are too commos 
designed to develop abilities of an academic nature with little or no 
attention to the other three types. Until teaching methods and " 
ing activities are provided to accommodate all four types, equality ‘ 
educational opportunity does not exist, and pupils cannot look to the 
schools to help them develop fully the potentialities with which they 
happen to be endowed. i 
Increased enrollments mean increased physiological and emotional di 
ferences. The ability to learn is not the only trait with refera 
which a range of individual differences has been found. Boys and gitls 
undergo definite physiological and emotional changes during the years 
they normally are enrolled in secondary schools. This period of change 
is called adolescence and is the last of four distinct periods or stages 
which will be discussed later, through which the individual normally 
passes in the process of becoming an adult. í 
The onset of puberty marks the transition from the earlier stage o 
development to that of adolescence. This transition is brought about by 
a number of physiological changes which include a readjustment in the 
functioning of the glands of internal secretion and, hence, in the hor- 
mone balance. Everyone is familiar with the rapid physical growth that 
occurs at this time, but there are other changes that render the indi- 
vidual responsive to new aspects and conditions of his environment 
New interests, purposes, and concerns appear that have a profound 
effect upon behavior. This is also a period of instability during which 
interests and purposes may shift from day to day or even from hour to 
hour, much to the annoyance of parents and others who may not under 
stand what is taking place. Thus, one investigator working with a small 
group of high-school pupils found that 67 per cent of the boys and 
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37 per cent of the girls changed their vocational choices during the 
course of a single semester.’ 

If all individuals became adolescents at a given chronological age, 
secondary schools would find it a relatively easy matter to anticipate 
the changes in the pupil population and to make appropriate adjustments 
in the educational program. Unfortunately, however, the problem is not 
so simple as that. There is ample evidence to show that girls achieve 
physiological maturity from 1 to 2 years carlier, on the average, than 
boys. This means that in a group of students who are in their eighth 
year of school, many of the girls have interests and needs that are typi- 
cal of adolescents in their community while many of the boys are still 
absorbed in activities typical of childhood. But the problem is even more 
complicated, for the age at which girls enter puberty varies from ten 
to seventeen, while for boys the range is from eleven to eighteen. 
Thus, on nearly every level of secondary education one may find 
pupils who represent each of the different degrees of development be- 
tween late childhood and maturity, with all the diversity of interests, 
purposes, and behavior that this great variation implies. 

Emotional development is closely related to physiological develop- 
ment and in part is judged in terms of the source from which the 
individual draws his sense of security and well-being. Thus, in in- 
fancy, which is the first of the four stages of development to which 
earlier reference was made, the individual is a law unto himself. During 
this period, usually covering the first 2 to 4 years of his life, the in- 
dividual is self-centered. Virtually all activity is undertaken for his 
own satisfaction. Any activity, any form of behavior is good or bad 
to the degree that it enhances or detracts from his physical well-being. 
To him there are no moral or social problems for he is in effect the 
king, and the king can do no wrong. Thus, he laughs and smiles when 
events and conditions please him, and cries when they are unpleasant. 
He seeks to please only himself, and all other persons are looked upon 
as instruments to help him attain his own ends. 

Ro: Mitchell, “Pupils’ Vocational Choices,” Occupations, 11:363-367, May, 

33. 

4Sce Robert A. Davis, Educational Psychology, Chap. 1, McGraw-Hill Book 
Company, Inc., New York, 1948. Paul H. Landis, Adolescence and Youth, Chaps. 


2 and 3, McGraw-Hill Book Company, Inc., New York, 1945. Almost any good 
textbook on educational psychology will present additional data on this subject. 
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When the individual enters the second stage, his feeling of security 
is affected by a new factor. He now responds to the approval or dis 
approval of his immediate family and of others with whom he is in 
close contact. He is pleased when their approval is given and un- 
happy when it is withheld. In this stage the individual becomes very 
responsive to the wishes of his parents and immediate associates. Their 
praise or scorn become effective means of directing his behavior. He 
accepts the behavior pattern of his family and is happy in conforming 
to it, This attitude is evident in the affection kindergarten and primary- 
school pupils lavish upon and expect in return from their teachers, for at 
this age children are likely to extend the family group to include theit 
teachers. 

By the time the child has progressed into the second or third yeat 
of school he may give evidence of breaking away from his close fam 
ily ties. His emotional attachments to his family tend to become sub- 
ordinated to his attachments to a group of playmates, particularly 
those approximating his own age and of his own sex. This stage #8 
marked by the tendency to form closely knit “gangs” of boys or girls 
and gang life begins to dominate the behavior of the individual. It 
tense loyalties to the members of the gang become evident. Members 
develop similar standards of behavior, of dress, and of speech. Fre 


quently, the standards are set by a particular motion-picture or comic - 


strip hero for whom the gang has developed profound respect. Iri 
important to note that the standards are now set by the gang and n% 
by the home. When the gang and the home come into conflict, th 
emotional security of the child depends to a marked degree upo 
his ability to maintain the respect and approval of his fellows. Its 
also important to note that the sexes segregate and only in excep 


tiona : * cay . x a 
l cases are girls permitted to participate in the activities of 2 ge 


of boys, or boys in the activities of a gang of girls. 


bias the onset of puberty, however, the homosexual attachment 
ow a tendency to become heterosexual. The old gang ties lose tho 


S 
hie is n one by one the members forsake the company of the! 
rm i 5 indi 
b x Close associates. The gangs gradually disintegrate as the indi 
og a ow d drawn into “sets” consisting of boys and gii 
s who but a few 1 i 
y months before had regarded every girl as nothin 


less than a nuisance now may spend many hours ina neighboring 
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store or some other gathering place frequented by the girls of their 
acquaintance. Mixed relationships of this kind are new for both sexes, 
and they seek the security that is provided by numbers. Thus, they go 
about at first as small mixed groups attending "movies," drinking 
“cokes,” and dancing at some juke-box “hangout.” They are uncer- 
tain and insecure in the new social environment. Their giggling, loud 
talk, and horseplay are mechanisms by means of which they attempt to 
cover up their insecurity. It should be noted that the set or crowd is 
an experimental social group. It affords opportunities for the inexperi- 
enced and immature to "try their wings" in mixed society and to ac- 
quire the experience that will make possible the establishment and 
maintenance of social stability on the adult level. 

It is normal for the adolescent to derive his feeling of security from 
the approval of his “set.” Therefore, when the standards of the set 
are not in agreement with family standards, serious emotional dis- 
turbances may result. Because they lack understanding, parents some- 
times attempt to enforce a strict adherence to their own standards by 
the several coercive methods at their disposal. Excessive pressure of this 
kind may cause the adolescent either to break away from the set and 
to withdraw from normal associations with individuals of his own age, 
or to revolt against his parents. In extreme cases, the first alternative 
may result in a variety of unfortunate emotional and social maladjust- 
ments such as homosexuality or an abnormally strong attachment to 
the parent of the opposite sex, while the latter course may lead to 
rejection of the restraints imposed by the adult society and end in a 
career of fanatical anarchy or crime. It follows that if the home fails 
to help the pupil make a satisfactory adjustment to boys and girls of 
his own age, the school must supply the help that is needed. 

Increased enrollments mean increased differences in the home background 
of pupils. The drive to achieve status among his peers presents the 
adolescent with many of his most pressing concerns. Sympathetic and 
understanding parents who maintain the pupil’s home life on an even 
and steady keel and who lend a helping hand when it is needed can 
do much to help him make the necessary adjustments. There is evi- 
dence, however, that not all secondary-school pupils are fortunate in 
this respect. On the basis of data gathered from pupils in the ninth 
grade in two small secondary schools in Connecticut it was found: 
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In three-fourths of the homes, parents quarrel, although a minimum of 
pupils thought this bothered them; two-fifths do not go to either parent for 
advice on personal problems, although those who do are satisfied with the 


advice received; half have received no parental instruction in sex. . . -” 


One-thicd” or more do not have a quiet place at home in which to 
study.” 

The need for spending money becomes a critical one for adolescents 
because “cokes,” motion-pictures, and juke-box dancing call for a ready 
supply of nickels, dimes, and quarters. To the adult these expenditures 
represent a shameful waste of money, and frugal parents as well as the 
impoverished ones find it difficult to provide funds for such purposes. 
An odd job or an allowance, therefore, are valuable social assets 
whereas the lack of "private means" can bring about many anxious 
hours. In the Connecticut study it was found: 


Half of these (ninth grade) pupils have a regular allowance . - - averag- 
ing fifty cents (per week) .. . about a third have bank accounts and have 
had them for five years or more, averaging from ten to fifty dollars; 4 
fourth or more work at odd jobs in summer, mostly caring for children 
or housework or mowing lawns. . . ^ 


The Connecticut studies are limited in scope and cannot for that 
reason be said to present an accurate picture of national conditions. 
It is fair to assume that schools located in larger centers of population, 
particularly where there are many people of foreign birth, have 4 
more heterogeneous pupil population than the two small schools fot 
which data were given. The problems of adolescents brought on by 
the economic and social status of their parents may, therefore, be 
more acute in the large urban high school than in the smaller school 
located in a village or rural district. Yet it frequently happens that 
there is a closer personal relationship between teachers and pupils in 
the smaller schools than in the larger ones. The problem in all schools 
is to keep the administrative and instructional program flexible enough 
to make possible good teacher-pupil relationships, or even to enable 
teachers to learn to know their pupils as individuals. 

5Fred Couey, “A Report on Studies of Pupil Interest in Two Small Secondary 
Schools," Curriculum Laboratory Studies, Bulletin 31, p. 16, School of Education 
University of Connecticut, Storrs, Conn., September, 1942. 


* Ibid., p. 27. 
* Ibid., p. 22. 
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Increased enrollments mean increased differences in pupil attitudes and 
work habits. The pupil’s reaction to school, and therefore his success in 
school, are dependent upon such factors as his attitudes, interests, and 
habits. Many of these, notably his attitudes toward religion, politics, 
and obedience to law and custom have their origin in the home. The 
importance of these for the teacher is indicated by the fact that the 
social sciences have taken on a different aspect since pupils began to 

' come in large numbers from the homes of unionized workers as well 
as from the homes of the managers and owners of commercial and 
industrial establishments. There are many issues that are called contro- 
versial today which were either ignored entirely or treated in a dog- 
matic fashion by the textbook writers a generation ago. Today, how- 
ever, so many adult points of view are reflected by the pupils that 
virtually every contemporary social problem becomes a controversial 
issue if it is brought into the classroom. 

Work habits, too, are likely to reflect home conditions. Some pupils 
are encouraged to develop initiative and resourcefulness while others 
are supervised so closely that they become dependent upon members 
of the family and friends for leadership and direction. In a recent study 
in Florida more than 2,000 seventh-grade pupils in 25 schools were 
rated by the investigators, with reference to initiative. A 5-point scale 
was used ranging from “Child, of his own inner urge or volition, starts 
or originates activities of little mental content and soon shifts his in- 
terests” to “Child is self-starting and self-propelling; high degree of 
ability to solve problems, to create, to persevere, to bring successful 
climaxes.” It was found that the ratings evaluated 17 per cent of the 
Pupils as belonging in the first group with 15 per cent in the fifth 
group. Groups two, three, and four had 16 per cent, 30 per cent, and 
23 per cent, respectively.* 

The same investigators rated 1,374 seventh-grade pupils in six Florida 
schools with reference to their work habits. They found that 24 per 
Cent of the pupils work best alone, 32 per cent are adaptable and can 


Work well either alone or in a group, and 44 per cent work best in a 
group? 


pos Mead and Edith D. Glenn, “A Study of Pupil Initiative and Cooperation, 
vill un 11, p. 16, Bureau of Educational Research, University of Florida, Gaines- 
vj Et» July, 1939. 


id., p, 33, 


56 FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


These variations in attitudes and work habits suggest that it is not | 
possible to have all members of a given class respond to their assign- | 
ments in the same way. The emotions aroused by assigned readings, par- 
ticularly in the social studies, vary with the economic, social, po- 
litical, and religious backgrounds of the pupils. Some pupils have the 
initiative necessary to deal with the challenges presented by school 
activities while others do not. Part of the class can work well on an in- 
dividual basis but the rest do their best work when working with 
others. Clearly, teaching methods are needed that can accommodate 
divergent points of view and at the same time encourage pupils to 
make the approaches to their work that promise the best results for 
them. 

Increased enrollments mean increased differences in personal and social 
problems. As pupils from many economic and social levels enroll in 
secondary schools they come in contact with standards from which 
former generations have been shielded by their isolation in the home or 
on the job. Thus, the modern diversified pupil populations multiply the 
potentialities for conflicts between pupils and their parents, between the 
rich and the poor, between the able and the dull, as well as between 
races, creeds, and nationality groups. The nature and importance of 
these conflicts were not given serious attention by secondary school 
until recently. Numerous research workers have been studying this are 
in recent years, and there is available now some evidence that can be 
used to give direction to the efforts of the schools. 

One body of evidence has been secured through the use of the 
Mooney Problem Check-list? This check list consists of 330 problems 
that had been reported by secondary-school pupils in preliminary 
studies, and is administered by having individual pupils check the pal 
ticular problems that are of concern to them. 'The 330 items represent 
11 major problem areas or concerns. "They are: 


Health and physical development. 

Finance, living conditions, and employment. 
Social and recreational activities, 

Courtship, sex, and marriage. 

5. Social-psychological relations. 


Awe 


" ep MENS E High-School Students’ Problems by Means of # 
roblem Check List,” Educational Research Bulleti: i versity, Colum 
bus, Ohio, XXI (3): 57-69, Mar. 18, 1942. E erem 
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. Personal-psychological relations. 

. Morals and religion. 

. Home and family. 

. The future: vocational and educational. 
10. Adjustment to school work. 

11. Curriculum and teaching procedures. 


SONA 


The kind of problems and concerns found among secondary-school 
pupils is indicated by an analysis of the items checked by the pupils of 
one North Carolina high school. Of the 603 pupils in this school, 90 
indicated concerns that centered very definitely in the area of "the - 
future: vocational and educational"; 87 others were troubled by well- 
defined problems involving "finances, living conditions, and employ- 
ment.” An equal number were disturbed by their apparent lack of 
ability to adjust to school work. Concerns centering in the area of 
"personal-psychological relations" were reported by 63 pupils and 
each of the remaining seven problem areas were indicated by from 
14 to 55 pupils per area. Furthermore, 84 cases reported multiple con- 
cerns that involved two or more areas. 

It must be remembered that in this study each pupil checked a num- 
ber of items that represented his concerns. In each of the cases cited 
above, the items checked by a given pupil were related in such a 
manner that they could be said to center in one or more of the 11 
major areas. Many pupils checked problems in more than one area so 
that while only 87 cases were discovered where the concerns were 
clearly clustered around the problem of finances, at least 429 other 
pupils out of the total enrollment of 603 checked one or more items 
in the financial area. Thus, each of the following items in the financial 
area, arranged here in the order of frequency, was checked by 10 per 
cent or more of the total student body. 


- Want to earn some money of my own. 

- How to spend money wisely. 

- Annoyed by having to ask parents for money. 
- Learning how to save money. 

Having no regular allowance. 

Having no car in the family. 

- Needing a job in vacation. 

Having less money than friends have. 

- Having too few nice clothes. 


Sonan wne 
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10. Living too far from school. 

11. Needing to find a part-time job now. 

12. Too little money for school lunches. 

13. Getting money for education beyond high school. 


The three most frequently reported problems in each of the other 


10 areas were as follows: 


I. 


TI. 


TII. 


IV. 


VI. 


VII. 


VIII. 


Health and physical development 

1. Weak eyes 

2. Not as strong and healthy as I should be 
3. Frequent headaches 

Adjustment to schoolwork 

1. Being a grade behind in school 

2. Afraid of failing in schoolwork 

3. Worrying about grades 
Personal-psychological relations 

1. Forgetting things 

2. Not taking some things seriously enough 
3. Losing my temper 

Social and recreational activities 

1. So often not allowed to go out at night 
2. Taking care of clothes and other belongings 
3. Wanting to learn how to dance 


. Courtship, sex, and marriage 


1. Wondering if I'll ever find a suitable mate 
2. Wondering if I’ll ever get married 

3. Not being allowed to have dates 
Curriculum and teaching procedures 

1. Too much work required in some subjects 
2. So often restless in class 

3. Lunch hour too short 

The future: vocational and educational 

1. Wondering what I'll be like 10 years from now 
2. Wondering if I'll be a success in life 

3. Deciding whether or not to go to college 
Social-psychological relations 

1. Wanting a more pleasing personality 

2. Being disliked by certain persons 

3. Disliking certain persons 
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IX. Morals and religion 

1. Can't forget some mistakes I've made 

2. Wondering what becomes of people when they die 

3. Being punished for something I didn't do 
X. Home and family 

l. Father not living 

2. Sickness in the family 


With only a few exceptions each of the above items was checked by at 
least 100 of the 603 students in this school. 

When the check lists were examined to learn if there were any 
qualitative differences between the problems reported by the younger 
pupils and the older pupils, it was found that freshmen were noticeably 
more concerned about their physical development and health than 
Were the pupils of any other school year. Seniors, on the other hand, 
appeared to be turning toward their own personal future and were 
noticeably concerned about their educational and vocational problems 
as well as the necessity of making the personal-psychological adjust- 
ments that would enable them to fit into the adult out-of-school situa- 
tion. 

There were also some sex differences. The girls at all levels indicated 
their concern about the problem of adjusting to their status of de- 
pendency upon others which social conventions force upon them. 
Many of their specific concerns fell within the areas of personal- 
Psychological and social-psychological relations, thereby reflecting a 
feeling of insecurity and a fear that they might not be able to attract 
and to please the *others" upon whom they must depend. 

On the other hand, the boys expressed greater concern than did the 
girls about their educational and vocational future and their ability to 
Set along well in school. This seemed to indicate that the boys, accept- 
Ing the role of breadwinner which society has designated for them, 
Were uncertain that they would be able to measure up to their re- 
Sponsibilities, ; 

There is a danger that this description of one North Carolina high- 
school pupil population will be interpreted too broadly. It must be 
remembered that these data apply only to one school. Local conditions 
Such as the degree of homogeneity of the community with reference 
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to the social, economic, and cultural background of the pupils obvi- 
ously may affect the problems in a given school. n. -> 

The significance of individual differences for method. Limitati ns of space 
do not permit the presentation here of data depicting the interests, the 
accomplishments, the vocational choices, and other characteristics of 
secondary-school age youth that should be of concern to their teachers. 
"These matters are discussed, much more thoroughly than is possible 
here, by those who write on educational psychology and the xb 
ogy of adolescence. Furthermore, detailed data of this nature are a 
greater significance in determining the specific subject matter of in- 
struction than the method by which the instruction is to be given, 
that is, the individual interests, needs, and purposes present in a given 
class may indicate which specific learning activities are appropriate for 
that class, though not necessarily for any other. Curriculum making, 
therefore, must be carried on in the light of such detailed information, 
and modern textbooks on the curriculum frequently offer many 
valuable suggestions to the teacher for gathering the necessary 1n- 
formation.” 

Methods of teaching, on the other hand, are influenced chiefly by E 
answer to the basic question: Are pupils alike or are they different! 
It was stated at the beginning of this chapter that the early secondary- 
school teachers assumed that pupils are alike. A method of teaching that 
has wide acceptance, even today, was developed on the basis of that 
assumption. 

Ample evidence has been presented here and elsewhere to show that 
modern secondary-school pupils are not alike. In fact, they differ so 
markedly with reference to a variety of traits and characteristics that 
it is doubtful if any two individuals living today are identical. Further- 
more, it is doubtful if there ever has been or ever will be such duplica- 
tion. Each individual is a unique creation. He has characteristics 
abilities, and potentialities that set him off from every other individual. 
Because of his unique qualities, no other person can make precisely the 
contribution to society and the culture which he can make. Nor pur 
any other person quite understand the purposes, problems, and condi- 
tions which drive him on and give individuality to his mode of living: 
It is up to the teacher to help him to resolve those influences and t? 


See particularly Harold B, Alberty, Reorganizing tbe High-School Currici 
lum, Chap. III, The Macmillan Company, New York, 1947, 


SOME FACTORS WE MUST CONSIDER 61 


reach that point of human achievement of which he alone is capable. 
In a very real sense each pupil represents an opportunity that will never 
come to that teacher or any other teacher again. 

In the light of the above, the traditional teaching procedures, which 
treat all pupils as though they were alike, must be reexamined. 
There is an obvious need for a method or methods, techniques, and aids 
that can accommodate great differences in pupil ability, development, 
interests, and needs. Many teachers, particularly in recent years, have 
recognized this need and have attempted to meet it in a constructive 
manner. Some of their efforts have brought about significant progress. 
These new developments in teaching, as well as the old, will be 
described in some detail in Part 2. 


SUMMARY 

The pupils to whom the teaching procedure must be adapted are a 
major factor in the selection of teaching methods for use in secondary 
schools. The early secondary schools had a selected pupil population 
and for that reason developed relatively uniform procedures. Modern 
secondary-school populations, however, have become heterogeneous. 
The pupils vary greatly with respect to ability to learn; to proficiency 
in the learning skills, such as reading, needed for further study; to 
physical development; to emotional stability and social development; 
to home backgrounds; to attitudes; and to work habits. These dif- 
ferences introduce a variety of problems and concerns for the pupils 
with which they must cope if their satisfactory development is to be 
realized. The school program in general and teaching methods in par- 
ticular can be directed to provide assistance to the pupils in dealing 
with these concerns. New methods are needed and are now being de- 
veloped which make possible the instruction of heterogeneous groups 
of pupils and the accommodation of a variety of problems and con- 
Cerns within a given classroom. 
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Chapter 4. THE ORGANIZATION OF THE SCHOOL 
AND THE CURRICULUM 


Learning may be directed effectively by superior teachers under 
many kinds of circumstances, but few people would advocate poor 
buildings, meager equipment, and outmoded books for their children 
in the schools. It is well to remember that the school's facilities and its 
organization in terms of grades, size, schedule of classes, and arrange- 
ment of the program of studies have a direct bearing on the effective- 
ness with which learning can be promoted. Moreover, the manner in 
Which the experiences that constitute the curriculum are organized in 
a class or subject, or during the various activities that make up the 
school day for the pupil, will definitely affect the kinds of outcomes 
that will result from school attendance. A school that is organized for 
effective learning is in a better position to implement educational goals 
than one that is not. 

What kind of setting best provides the experiences that adolescents 
in a democracy need to have? There is certainly no cut-and-dried 
answer to this question. This chapter will examine the organizational 
setting of the curriculum in secondary schools of this country. Brief 
consideration will be given first to the size and type of secondary 
schools and how they affect the experiences that pupils have in the 
school, Next, the kinds of curriculum organization, broadly conceived 
as the framework within which the curriculum develops, will be ex- 
amined. This section will be followed by an attempt to appraise these 
curriculum arrangements. Finally, some forward-looking practices 
which seem to give genuine help in realizing democratic educational 
goals will be discussed. 
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SIZE AND TYPE OF SECONDARY SCHOOLS 


Size. In 1938, the average enrollment in the high schools of the United 
States was slightly over 100 pupils. It is in the numerous small towns 
and villages and in the rural areas of America where this typical high 
school, small in size, is found. An enrollment of 200 or fewer pupils, as 
found in 65 per cent of all high schools, is rather small when compared 
with an enrollment of 5,000 or more, found in about 50 high schools in 
the nation. About 40 per cent of our high schools have fewer than 
100 pupils. 

It is important to realize that approximately 40 per cent of all high- 
school pupils are enrolled in schools having 1,000 or more pupils, even 
though these schools are relatively few in number. In the subsequent 
discussion of kinds of curriculum organization, relationships between 
the size of the school and the proportion of pupils who are having 
different kinds of experiences will be of interest. 

It would be difficult to establish any proved relationship between 
size and quality of a high school. There are too many other, more im- 
portant, factors involved in determining the success with which demo- 
cratic goals are achieved. However, a certain size may provide a more 
favorable setting for attaining such ends, 

The small high school of 100 or fewer pupils has generally been re- 
garded with disfavor, There is a growing feeling among educators that 
the large high school may have just as many disadvantages. Both the 
small and the large high school need to be critically examined to de- 
termine what obstacles to democratic education are presented. 

In what size high school does a curriculum that is concerned with 
problems of youth and provides democratic experiences related to 
real-life needs have a better chance to develop? The small high school 
enrolling approximately 100 pupils will more than likely have these 


characteristics that relate definitely to pupil experiences in the cur- 
riculum: 


1. A small staff of relatively inexperienced, younger teachers, whose 
period of tenure in the school will be brief. 


2. A principal whose time is largely taken up with teaching or directing 
extraclass activities, with little time left for supervision. 


t The figures in this section are taken from the Biennial Survey of Education, 
1936-38, Bulletin 2, U.S. Office of Education, Washington, D.C., 1939. 
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3. A schedule in which teachers often teach in more than one subject 
field and have the same pupils in classes more than one period. 

^. Few books, meager classroom equipment, and inadequate facilities for 
physical education, shop, assembly, and other activities demanding special 
rooms. 

5. Few electives to provide for specialized needs or individual interests. 

6. A relatively small number of pupils in classes. 

7. A limited number of extraclass activities. 

8. A rather close relationship to the community which it serves. 


The large high school of 1,000 or more pupils, usually found in larger 
cities, is more likely to have the following characteristics that relate 
to the effectiveness of the curriculum: 


1. A staff of mature teachers with long periods of tenure, specialists in 
their subject fields who usually teach only one subject, such as English I 
or American history. 

2. A full-time principal who has little opportunity to supervise the staff 
of 50 or more teachers. 

3. A staff that is too large to work effectively as one group. 

4. Departmental organization of the staff for supervisory and adminis- 
trative purposes, 

5. A schedule in which each teacher meets around 150 different pupils 
each day. 

6. Rooms equipped for instruction in shop, art, music, and other special 
areas, 

7. Relatively up-to-date instructional materials. 

8. Offerings that include commercial subjects, music, art, shop, home 
€conomics, and other specialized courses, but which are often closed to large 
numbers of college-preparatory students. 

9. More impersonal relations between staff and pupils because of the size 
of the student body, 

10. A varied program of extraclass activities. 
11. Little Opportunity to serve the community as a neighborhood center. 


Although the dangers of generalization are recognized, these are 
Characteristics of the majority of small and large high schools. Both pro 
and con arguments can be selected from each of these lists depending 
9n the point of view of the individual. The tendency is to regard the 
arge school, with its wealth of equipment and enriched course offer- 


MS, as the most desirable school for the community. One can hardly 


66 FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


contend that the large high school is adequately meeting the needs of 
pupils in our democracy. Mere bigness is not a virtue. Stratification of 
practices can easily result in the school whose size is more likely to 
promote the factory type rather than the family type of human re- 
lationships. 

It would seem that a middle ground between these two extremes is 
the best size high school in which to build a program for youth, one 
close enough to the community to be cognizant of its needs and to 
serve out-of-school young people and adults as well. A high school of 
250 to 750 pupils would probably be the optimum size. 

Yardsticks for evaluation of the size of a school need to have their 
orientation in human relations. The following criteria are consistent 
with the philosophy of democratic education: 


1. Does the school serve as a community center for adult and youth edu- 
cation and year-round activities? 

2. Is there a friendly, personal relationship among the staff and students? 

3. Is there an opportunity for principal, teachers, and community to work 
together effectively for the improvement of the instructional program? 

4. Are there rich and varied experiences to provide for a well-balanced 
general education of the pupil and for specialized interests and skills? 

5. Does the situation promote knowledge of the pupil and his needs? 


Tt is doubtful whether either a school with insufficient funds and 
inadequately prepared teachers, or one in which the individual per 
sonality is lost and mass production is prevalent, can fulfill these criteria. 

Type. Secondary schools can be classified conveniently in two ways: 
first, according to the grades included in the school organization, and 
second, according to the general nature of the work offered by the 
school. 

In so far as the first classification goes, the most common type of 
high school in this country is the four-year high school composed of 
grades nine to twelve, inclusive. These four grades, added to the tradi- 
tional eight grades of the elementary school, constitute the so-called 
8-4 plan. Other grade combinations which are becoming quite common 
are the junior high school (grades 7, 8, and 9); the junior-senior high 
school (grades 7 to 12, inclusive); and the junior college (grades IE 
and 14). These "reorganized" secondary schools, those breaking away 
from the old 8-4 pattern, now enroll over half of all the high-school 
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pupils. The grades indicated here for each of the types of schools are 
the ones most commonly found. Various other combinations exist. Some 
junior high schools include grades 7 to 10, for example, and some 
junior colleges, grades 11 to 14. 

One of the most important reasons for the development of the 
junior high school was to provide an educational program suited to 
early adolescents. Gruhn and Douglass include, in their summary of 
evidence regarding advantages of the junior high school, the follow- 
ing points dealing with the curriculum: 


The instructional and extra class program of the junior high school on the 
Whole is broader and richer and is better adapted to the needs of adolescents 
than in the traditional secondary schools, especially in such respects as 
(4) the organization and content of the curriculum, (5) teaching methods, 
(c) extra class activities, (d) guidance, (e) instructional materials, and 
(f) provision for individual differences. 


They also conclude that in junior high schools, generally speaking, 
there are more adequate housing and libraries and better instructional 
facilities and equipment than in the upper grades of the traditional 
eight-year elementary school? 

While the junior high school has undoubtedly provided a better pro- 
gram of education for early adolescents in many communities, it does 
not guarantee an improved curriculum or teaching methods. Many 
Junior high schools, for example, have departmentalized their work to 
such an extent that the subject-matter, daily-recitation type of teaching 
has crowded out any real cooperative learning between teacher and 
Pupil. Thus, pupil needs are lost sight of as the guiding lights in de- 
termining the types of experiences the school will sponsor. These 
Schools fall into the error of copying some of the undesirable features 
of curriculum organization of the four-year high school. 

From the beginning of the movement for reorganization of the 
Secondary school, the number of six-year high schools, grades 7 to 12, 
has been greater than the number of separate junior high schools. These 
SiX-year junior-senior high schools have been found largely in small 
Communities where only one high-school building has been thought 


William T. Gruhn and Harl R. Douglass, The Modern Junior High School, 


pi 85, The Ronald Press Company, New York, 1947, 
lbid., p. gs, 


68 FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


feasible. The advantages for the curriculum have been the possibility 
of enriched offerings for seventh and eighth-grade pupils, such as in- 
dustrial arts, home economics, music, and improved facilities and equip- 
ment. The disadvantages are serious ones from the standpoint of edu- 
cating youth for participating in a democratic society: (4) pupils in 
the lower three grades often have meager opportunity for leadership 
positions, or even participation, in school activities; (5) the practice of 
departmentalization and the subject-matter philosophy of the senior 
high-school grades often dominate the lower three grades. 

Separate senior high schools have no particular advantage other than 
grouping pupils of somewhat similar interests. They have resulted 
naturally from the development of the junior high school. They are 
relatively few in number, constituting less than 4 per cent of the total 
number of high schools in this country. Many of them are large in- 
stitutions with all the attendant disadvantages and advantages previously 
cited, 

The junior colleges of this country were also organized to provide 
more adequately for the needs of youth. Most of these institutions are 
2 years in length, although some have absorbed part of the senior high- 
school years, as in the 6-4-4 plan, in which the junior college con- 
stitutes the eleventh through the fourteenth grades. It is entirely con- 
ceivable that this may become the prevailing pattern for the American 
secondary school, eliminating the senior high school as a separate 
organization. Again, when these schools ape the senior colleges, and 
organize their curricula along traditional lines, real needs of young 
people may be lost sight of. 

Some of the promising features of the junior college, sometimes 
termed the “community college” or “community institute,” present 4 
rather bright outlook for the future educational program for older 


youth. These are some of the Practices of forward-looking junior 
colleges: 


1. They run an all-da 
for youth and adults, 

2. Terminal curricula are developed especially for youth not going on t° 
senior college, 

3. Community interests and needs are served thro 
courses, forums, cultural activities, 
guidance, and other services, 


Y program, with late afternoon and evening classes 


ugh adult classes, short 
Semiprofessional vocational training: 
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4. Curricula planned for individuals are flexible in length: either 2 years, 
1 year, or shorter, depending on the needs. 
5. The curriculum is constantly evaluated and replanned through com- 
munity-school cooperation. 


There are few traditions to hamper the junior college that desires to 
develop a real educational program for the majority of its youth, those 
who will not take professional or other courses in four-year colleges 
and universities. 

The second convenient classification of secondary schools deals with 
their general nature or purpose. Here we encounter such schools as the 
vocational school, the trade school, the technical high school, the com- 
mercial high school, the academic high school, and the comprehensive 
high school. The first four of these types obviously are intended to 
provide specialized types of vocational training; the academic high 
School, to provide the general and college-preparatory type of educa- 
tion. Diversity among these types is somewhat less at the junior-college 
level than at the high-school level. 

The merits of specialized schools, such as the first four mentioned 
above, have often been cited, but it can be questioned whether they 
encompass the purposes of democratic secondary education as defined 
in this book. In critically examining the specialized high schools in the 
light of principles advanced in this book, the student of education 
Should consider such questions as these: 


l. Are social consciousness and high regard for the individual fostered by 
Segregating pupils into different types of schools? 

2. Is learning to work with all social and intellectual classes a part of 
general education? 

» Are pupil needs well enough defined, or are pupils mature enough, for 
making a vocational choice before the ninth or tenth grade? 


Criticisms of Special schools to the effect that they develop economic 
and social class consciousness might also, to a lesser extent, be leveled 
» Comprehensive high schools that have specialized curricula into 
Which pupils are divided. The exaggeration of social differences and 
the emotional effect on the individual are serious problems of the 
Special school that cannot be ignored. 

, , e Comprehensive high school, replacing the specialized type of 
high Schools such as vocational, commercial, and technical schools, is a 
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pattern of organization that morc nearly complies with the democratic 
objectives of secondary education. Instead of the class distinctions 
which sometimes become associated with the specialized high schools, 
there is an opportunity within the comprehensive school for a pupil 
to make choices of elective courses cutting through the various types 
of studies within the one school. He may take shopwork, commercial 
training, art, part-time cooperative education for distributive types of 
business occupations; specialize in the sciences; take extensive work in 
mathematics; or pursue some other program consistent with his needs, 
all within the same school. 


KINDS OF CURRICULUM ORGANIZATION 


The program of studies. Secondary schools in the nation have varied 
practices as to how the curriculum experiences are organized for 
learning during the year and the day, and in terms of subject-matter 
relationships. The term “curriculum organization" is used here to refer 
to these types of organization, some of which pertain more definitely 
to administrative arrangements. Included are the program of studies, 
the schedule of classes, and the relationships of subject fields or smaller 
subject-matter areas—the organization or setting provided for the ex- 
periences. 

The usual pattern of subjects pursued by a pupil in one of the 10,000 
small high schools would probably include 4 years of English, 2 years 
of mathematics, 2 years of science, 2 years of a foreign language, 2 years 
of social studies, and 4 years of work selected from agriculture, in- 
dustrial arts, home economics, physical education, and business educa- 
tion—if offered—or more courses in the above academic fields. Ordi- 
narily, high schools with enrollments of 100 or fewer have but little 
choice of electives to offer pupils. Since the number of subjects that 
can be offered by a small high school is limited, the college-preparatory 
pattern remains dominant. 

In most of the small high schools, the program of studies for the 
4 years lists the required and elective subjects open to all students each 
year, freshman through senior. This is the "constants-with-electives 
type of organization. 

Pupils in large city high schools have a greater number of subject 
from which to choose in making out their own programs, but the 
choice may be more restricted than appears on the surface, One is 
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likely to find in many larger high schools that the program of studies 
is divided into several strands, either called “curricula” or “courses” 
depending upon the section of the country. This type of combination 
of courses in the total program of studies is known as the “multiple- 
curriculum" type of organization. 

There are some regional differences that can be: noted in regard to 
organization of the program of studies. The multiple-curriculum pat- 
tern is more prominent in high schools of all sizes in New England 
and some other areas in the East than in the South, the Middle West, 
or the West. 

The most common types of curricula found in the multiple-cur- 
riculum plan are the college-preparatory or academic, the commercial, 
the general, and the industrial or the technical, each intended to group 
courses that will serve future educational or vocational goals of the 
pupils. Some schools even go further and break down the academic 
curricula into classical, scientific, and other divisions. In each of these 
types, the organization or pattern of courses composing the 3 or 4 
years of work is somewhat different. One result of this differentiation 
is that, since the pupils are guided into different curricula on the basis 
of academic ability more than on the basis of other factors, it repre- 
sents a form of ability grouping. 

Since the lines between the curricula are often difficult to cross, the 
actual choices that pupils have are really limited in nature. A pupil in 
a college-preparatory curriculum in some schools, for example, is not 
allowed to take any work in home economics or in typewriting, even 
though the course may serve his needs and particular interests better 
than other courses that he is required to take. There is fundamentally 
no choice in a situation where a pupil must choose between French 
and Spanish, or chemistry and physics, if neither of the two choices 
are in accord with his needs, or if both offer as much of an authoritative 
and recitation-drill type of classroom atmosphere. 

In spite of the fact that only about one-fourth of the high-school 
graduates continue their education in college, the enrollments in the 
different types of college-preparatory curricula will often equal or 
exceed those in all the other curricula combined. The result has been 
that, as a guidance device, the multiple-curriculum plan has failed to 
accomplish what it was intended to do. 

Some high schools are changing or have changed to the constants- 
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with-variables type of organization of the program of studies to avoid 
the stigma and the ill effects on pupils mental health caused by the 
multiple-track plan. They are depending upon a well-organized system 
of guidance to assist pupils in planning individual programs, rather than 
upon a preconceived pattern expected to fit all cases within large 
groupings. t 

When the curriculum is being revised, it is not uncommon to find 
that a good deal of emphasis is placed on preserving or expanding the 
required subjects for each field, rather than on a fundamental revision 
in terms of youth nceds. This is true no matter what the pattern of 
organization of the program of studies might be. 

The day's schedule. We are likely to find that the schedule in sec- 
ondary schools of all sizes consists of either eight periods of 45 minutes 
in length or six periods of an hour in length. Although there is some 
variation in these figures because of the length of time used in passing 
from one class to another, the 55- to 60-minute period is usually re- 
ferred to as the “hour” period. 

In small high schools, the teacher will more often than not be 
scheduled for classes in more than one subject field. Very seldom, 
however, has any attempt been made to fuse two subjects in such a 
situation that provides a rather ideal setting, especially if it is possible 
to schedule two identical groups with the same teacher. Undoubtedly, 
such an arrangement would demand some planning ahead by the teach- 
ers and the administrator. It is even difficult to find effective correla- 
tion between two subjects taught by one teacher to the same group 
of pupils. The preoccupation with the recitation-type method, with so 
much subject matter to be covered, has obscured these possibilities for 
a better learning situation. 

The schedule of the high schools, both in the small and in the some- 
what larger group, is usually built with the thought in mind of avoid- 
ing conflicts for students. It is a relatively simple pattern in the small 
school because, with almost all students taking the same subjects for à 
particular grade, there is little chance for conflicts to occur. As the 
school grows larger, the schedule becomes more of an intricate mosaic 
of many sections and varieties of classes that is a puzzle to the un- 
initiated, but represents a great deal of effort on the part of the ad- 
ministrator to produce a smooth-running schedule. Too often, once 


—— 
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it is built, it becomes a sacred work that must not be tampered with 
from year to year. 

In secondary schools in general the trend is toward the hour period. 
A few have gone beyond that length. Although the lengthening of the 
period may have the effect of increasing the length of the school day, 
there are still too many places, notably the Northeastern section of the 
country, where the school day is short and pupils are expected to do 
their study as regularly assigned homework outside of school time. 
High schools that end the school day at 2:00 p.m. will increasingly have 
à more difficult time explaining to a homework-ridden public why 
such a practice is continued. 

Subject-matter relationships. The idea of covering a certain amount of 
subject matter in a course has exerted its influence in keeping subjects 
in their respective compartments into which they are typically divided. 
Teachers have feared to intrude on other teachers’ subject areas. In 
Such a situation the experience-unit approach to teaching has had a 
hard time getting a foothold. 

In the large high schools, this separateness becomes even more 
emphasized, with department heads or city supervisors of subject areas 
Supervising the work of the teachers. Here the dividing lines between 
subjects are usually rigid, and it is only in rare instances that the 
teacher has classes in more than one field. Rather, he is apt to teach only 
Certain subjects such as tenth-grade English or modern world history. 

Field trips are sometimes troublesome for a teacher to arrange be- 
Cause of this situation. All-school projects such as an operetta may 
Tun into difficulty because some teachers are concerned largely with 
the outcomes of learning subject matter, and insist on having pupils 
present in classes, penalizing them for staying out to participate in the 
legitimate school activity. “Extracurricular” activities are segregated 
from class activities. Pupils come to regard the latter as one of the main 
Teasons why they enjoy and stay in school. They justifiably object to 
the bell ringing at brief intervals while they jump from one activity to 
another, from one end of the building to the other, without a real 
Opportunity to carry through what they are doing or may wish to do. 
As one student remarked, “Living isn’t getting up at seven, discussing 
Current affairs from eight to nine, and writing out formulas from nine 
to ten, Living is all of these things mixed together in a day.” 
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Junior high schools whose daily schedule places pupils under the 
same teacher for half a day get away from many of the evils of extreme 
departmentalization. The core-curriculum organization and other 
promising attempts to make the school day into one or more integrated 
experiences for pupils are discussed at length later on in this chapter. 


APPRAISAL OF THE CURRICULUM ORGANIZATION 


Factors in the development of the present organization. Changes in ad- 
ministrative provisions for organization of the curriculum have come 
about slowly. Many practices are still not too different from those of 
the early academy. There are certain factors that account for the de- 
velopment of present patterns, as well as for the crystallization of old 
patterns and the apparent unwillingness to change. In addition to the 
human factors—the ideals and points of view of the teachers and ad- 
ministrators concerned and the psychological reasons for resistance to 
change—five other pertinent ones are cited here. 

1. The traditions established throughout the history of the second- 
ary school in the United States. The program of studies of the Latin 
grammar school was the same for all pupils, with no electives. Its 
emphasis was distinctly college preparatory and its curriculum classical 
in nature. With the coming of the academy, and its stress on scientific 
studies and practical preparation for business life in the early stages of 
its development, the electives began to multiply in encyclopedic 
fashion. 

The early academy, too, began the practice of dividing the program 
of studies into more than one sequence of courses to meet the demands 
for different types of education. In some cases these divisions were 
“schools”; in others, departments. Franklin’s Academy had a Latin 
school, an English school, a mathematical school, and a philosophical 
school. The Phillips Academy at Andover operated an English de- 
partment and a classical department, a differentiated organization 
destined to become popular with both the academy and the early high 
school* The Latin curriculum of the academy was copied from the 
classical emphasis of the Latin grammar school, and the English and 
other curricula were developed to meet the new social needs of the day: 

* James William Norman, A Comparison of Tendencies in Secondary Education 
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Departmental specialization resulting from the multiple-teacher school 
was also a practice in which the academy pioneered.’ 

With the middle classes increasing in political strength and demand- 
ing a wider opportunity in secondary education for their children, and 
the national feeling growing, the high school came into being to serve 
a changing society. The Boston English Classical School stressed the 
English program alone, intended to serve those who were not going on 
to college. It was not long, however, until the college-preparatory 
function again became dominant and the classical curriculum occupied 
à prominent place. 

Multiple curricula grew, merging many ideas developed in the 
academy and the Latin grammar school. In the period 1860 to 1865, 
7 separate curricula were listed in an investigation by Stout in the 
North Central states, and 36 different titles of curricula were found 
in the period 1895 to 1900.9 

From 1925 to 1930 there was a decrease in the number of curricula 
offered and an increase in the constants-with-electives type of organi- 
zation. The multiple-curriculum plan, which had started out as a means 
of providing for different needs of pupils, and later was also used as a 
Means of guidance in an era when guidance in high schools was poorly 
developed, often became too inflexible to serve these functions. More- 
over, the prestige of college preparation and the traditional value of a 
college education were powerful motives that operated in the choices 
of curricula made by pupils. 

2. The emphasis on subject learnings. There is little doubt that the 
Curriculum of the high schools of today is typically subject centered. 
There is so much material to be covered, judged to be desirable by 
teachers, administrators, supervisors, and textbook writers, often in- 
fluenced by pressure from the community groups and state legislatures. 
The subject is the focal point around which the activities of the class- 
es revolve, It is evident in the assignments written on the board, 
the Single textbook, the review lessons, the make-up work, the home- 
Work under whose burden pupils often literally stagger, the recitation 
method, and the subject-matter unit. Evaluation consists largely of 


5 
a Har] R, Douglass (Ed.), The High School Curriculum, p. 17, The Ronald 
S Company, New York, 1947. 
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determining how much information or what degree of skills involved 
in the particular subject have been learned. It is still not uncommon for 
United States history or modern world history classes to reach the 
last two decades during the latter part of May, if at all. 

The inclusion of new developments in the subject means adding an- 
other unit or section at the expense of some of the time devoted to 
other sections. Faith in the accretion method of changing the curricu- 
lum is unbounded. More subjects are added, but little thought is given 
to the type of experiences pupils have in those subjects, for example, 
the part pupils have in learning democratic skills through participation 
in planning, executing, and evaluating, or the opportunity they have 
to develop values. 

The departmentalized type of subject offerings and class schedule 
is well suited to the point of view of the subject-centered curriculum. 
Groups need to meet for a period of time each day to be checked on 
the information or skills acquired and to be assigned further materials 
to be learned. It is only when teachers begin to think in terms of de- 
veloping children as well-adjusted individuals, when they feel the need 
for knowing their pupils intimately, when time is needed for planning 
and investigating, that the rigid schedules, compartmentalization, and 
ability grouping are questioned. 

3. The belief that certain patterns of subjects constitute the best 
college preparation. The domination of the colleges over the high- 
school curriculum, coupled with the inertia of high-school administra- 
tors in doing anything about the situation, has long operated to keep 
the organizational pattern of the high-school curriculum at a status qu^. 
The early secondary school, the Latin grammar school, built its cul 
riculum entirely on the needs for college preparation. The academy 
soon became imbued with the same purposes. 

It was probably not too strange that the high school before the 
twentieth century emphasized college preparation, since a majority 
of its graduates went on to college. But that emphasis has continued 
and the “respectable” one of the multiple curricula, the college-prepa!* 
tory curriculum, has attracted pupils in numbers far out of proportion 
to the true situation. The very fact that a college-preparatory curricu- 
lum exists indicates the persistence of the belief that the usual academic 
or “solid” subjects serve as the best preparation for college. 

The Committee of Ten of the National Council of Education, whict 
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made its report in 1893, helped to retain the emphasis on the usual 
college-preparatory subjects for years to come. In its report, it made 
no distinction as to curriculum needs of the college and noncollege stu- 
dents. It stated that “every subject which is taught in a secondary 
school shall be taught in the same way and to the same extent to every 
pupil so long as he pursues it, no matter what the probable destination 
of the pupil may be, or at what point his education is to cease.” * The 
report gave further impetus to the differentiation of curricula into 
multiple types through its recommendation that the program of studies 
be divided into one or more of four types of curricula: Latin-scientific, 
classical, modern languages, and English, each of which was to prepare 
students to enter college. 

The belief that the usual pattern of English-mathematics-foreign- 
language-laboratory-science subjects best equips the student for suc- 
cess in college still persists in spite of scientific studies such as the 
Fight-year Study of the Progressive Education Association. This one, 
and a host of other studies of the relationship of the pattern of sub- 
jects pursued in high school to subsequent college success, have found 
No significant differences in favor of the hallowed few. The slowness 
of colleges and universities to change their practices, in spite of the 
overwhelming evidence against them, has left its mark on the organiza- 
tion of the curriculum in the American secondary school. 

4. The method of accounting for high-school experiences, The 
Carnegie unit, so called because the Carnegie Foundation for the Ad- 
vancement of Teaching defined the unit as a course of five periods 
weekly throughout the academic year, has been a convenient device for 
accounting for the work in courses where the amount of subject matter 
Covered was the foremost aim. Throughout the past four decades it 
has remained as a powerful determiner of the length of class periods 
and the amount of time per week or year devoted to any particular 
Course, 

Colleges use this accounting system; state departments of education 
and school Systems perpetuate it in setting requirements for gradua- 


tion, Tt has served as an obstacle to newer developments in teaching 
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methods and experiences of a more democratic nature, because teachers 
and administrators have often hesitated to change the accepted class 
organization for the day and the year. 

5. The emphasis on the business type of management in administra- 
tion. 'The efficiency idea, which up until recent times has been the 
ruling concept in school administration, has advocated precision sched- 
ules, a timesaving device of accounting for students' progress through 
school, and convenient administrative devices, at the expense of a set- 
ting in which learning experiences can be directed most cffectively. 

The familiar example of the principal who feels that he has a good 
school if the schedule runs like a clock and there are few interrup- 
tions can still be seen in high schools. Authoritarian methods used by 
business have not promoted the democratic principles for which 
American education stands. Teacher education institutions must assume 
a good deal of responsibility for this condition. 

Other conditions not elaborated on here have undoubtedly been 
contributing factors to maintaining the type of organizational pattern 
within which the curriculum develops. Policies of state departments of 
education and accrediting agencies, lack of cooperation between school 
and community, the type of teacher education, and the type of leader- 
ship in schools are just a few that might be mentioned. 

Bases for evaluation of the present situation. The discussion of factors 
in the development of the typical organizational patterns for the cur- 
riculum has raised a number of questions about the desirability of 
present practices. What is a desirable organization? In what kind of a 
setting does learning take place most effectively? How can we arrive at 
some tentative answers? It is an area in which no categorical answers 
can be found in research studies, Certainly, studies in which learning 
is measured by progress in learning facts and skills alone does not suit 
our purpose. 

There are certain basic principles in line with research in the field 
of learning and understanding the adolescent, and based on the demo- 
cratic way of life, that can be applied as a yardstick to present practices. 

1. The setting for those experiences of youth that constitute 
the curriculum should be planned for conformity with those condi- 
tions which underlie effective learning. The emphasis upon drill and 
formal exercises, and the imposition of learning upon unwilling 
Scholars, based on an outmoded psychology, can scarcely be used t0 
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gauge present-day practices. When learning is understood as a change 
in behavior through experience, there is an entirely different orienta- 
tion from which to plan. 

We must look to the most recent information on how effective learn- 
ing takes place. Does the organization of the curriculum permit the 
development of learning experiences that are lifelike for the learners? 
Does it allow learning experiences to be unified around some central 
purpose? Is there time to develop goals that are clearly seen and ac- 
cepted by the learner? A type of setting that does not give a pupil the 
opportunity to draw upon many areas of information to solve problems 
important to him, that gives him no sense of unification of learnings, 
and that gives him no opportunity to participate in planning, executing, 
and evaluating his experiences hardly measures up to these criteria. 
Docs an important field trip or a dramatic production that takes time 
and effort upset the "schedule" and everyone else? If it does, there 
is a serious question as to what types of learning the school has as its 
goal. 

2. In organizing the high school for learning experiences, the nature 
of the adolescent and his needs for physical, social, mental, and emo- 
tional development should receive primary consideration. Research 
in the field of child and adolescent psychology has produced a wealth 
of information to assist the teacher in understanding pupils? Knowl- 
edge of these findings must be accompanied, however, by constant 
Observation and a study of adolescents themselves. It is doubtful if a 
45- to 60-minute period a day provides adequate opportunity for such 
study, When the number of pupils a high-school teacher must mect 
In classes during the day is totaled, it becomes quite obvious that very 
few of them can be understood as individual personalities. 

We must consider whether the organization of the schedule and 
the Program of studies provide the best possible kind of conditions for 
helping adolescents solve their adjustment problems. Do they furnish a 
Setting for social development and getting along with one’s age mates? 
Do they encourage the types of experiences that build self-control? Is a 
Situation in which a number of courses are required of all, but designed 

Or 20 per cent, conducive to meeting adolescent needs? Is there likely 


? Arthur T. Jersild, Child Development and the Curriculum, Bureau of Pub- 
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to be a chance to achieve success, or will the tasks set by someone for 
the mythical “average” pupil be too difficult for many? Does the 
multiple-curriculum plan, in which about 50 per cent enroll in the 
college-preparatory curriculum, and in which groups are segregated 
according to academic ability, provide for the adolescent's finding 
security and making other emotional adjustments? 

Other questions that need to be answered in evaluating the organiza- 
tion of the curriculum might include these: Docs the plan of organiza- 
tion permit pupils to gain valuable work experience when the oppor- 
tunity presents itself? Can pupils explore the community and secure 
assistance from the school in finding their place in the community? It is 
in terms of those for whom the school exists that curriculum organiza- 
tion must be evaluated. 

3. Administrative provisions for the curriculum should make it pos- 
sible for each student to have the richest possible experiences in demo- 
cratic living. The democratic objectives of secondary education should 
be primary factors in any decisions as to the type of administrative 
provisions to be made for the curriculum. Is there opportunity for 
making choices? Do pupils participate in making decisions about mat- 
ters that affect them in and outside the classroom and in taking re 
sponsibility for those decisions? Is there a common concern for others 
and responsibility for one’s own actions as they affect others? Do pupils 
participate in group planning? Is there a high regard for individuals 
and a value placed on the differences among those individuals? 

Unless there is an opportunity for carrying out these objectives in 
classes and extraclass activities, the existing organization should come 
under close scrutiny. There are infinitely greater possibilities of carry- 
ing on investigation, group planning, and other cooperative activities 
in a flexible schedule that extends over a larger period of time. The 
differentiation of curricula, with its attendant segregation of those with 
high academic ability from those not thus endowed, does not live up 
to democratic objectives if there is a distinction made as to respect 
ability of different curricula. It has been a common experience that 
students in general or vocational curricula are not considered “so 
good” as other students. 

Tentative conclusions. On the basis of these three general criteria some 


tentative conclusions are presented with regard to organizational pro 
visions for curriculum experiences. 
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1, The inflexible departmentalization and compartmentalization of sub- 
ject fields that exist in the majority of high schools are suited to a subject- 
centered approach to learning rather than to one that considers the indi- 
vidual’s development through carefully planned experiences as most im- 
portant. 

2, Bell-ringing schedules that herd pupils from room to room on each 
hour or three-quarters of an hour are not particularly conducive to inte- 
grated and unified learning experiences. 

3. The measurement of learning in terms of units, either for progress 
in high school or for graduation, has retarded other changes in curriculum 
organization that would provide for more desirable types of learning expe- 
riences, 

4. The differentiated or multiple-curriculum plan of organizing the pro- 
gram of studies for guidance purposes, based on a subject-matter approach 
to curriculum development, has failed to promote the democratic objectives 
of secondary education. 

5. On the other hand, adding more electives to the required constants in 
the constants-with-electives organization of a program of studies has not 
necessarily meant that individual differences among pupils—social, emotional, 
and physical, as well as mental differences—were taken care of. 


SOME FORWARD-LOOKING PRACTICES 

There is a growing recognition that traditional programs and organi- 
zations have not provided the best conditions for effective learning ex- 
Periences designed to promote the democratic objectives of secondary 
education. Evidence of this can be found in the different types of efforts 
being made to improve the organization of schools for learning. 
Throughout the country, high schools can be found that are moving 
ahead of outmoded practices. School administrators and teachers with 
vision are experimenting to find better solutions than the ones that 
have been used all too frequently. 

All of these changes are aimed at providing an enriched educational 
Opportunity for youth. Some basically stress more effective use of sub- 
Ject matter through breaking down the fixed dividing lines between 
fields; others, the knowledge and understanding of the adolescent and 
his needs for balanced development as a member of a democratic 
Society, 

Changes emphasizing clearer relationships among subjects. Three com- 
on Ways of improving the high-school curriculum through reorgani- 
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zation of materials and arrangement of subject matter are correlation, 
fusion, and a combination of subjects into broad fields. The idea behind 
all of them is the recognition of the fact that subject fields are inter- 
related in actual life. Consequently, an attempt is made to create a more 
lifelike situation for pupils. 

1. Correlation. One of the first steps taken in many schools to pro- 
vide more unified learning experiences is to correlate the work in two 
subject fields, or to show relationship between departments without 
disturbing each department as a separate unit. The emphasis is on the 
subject matter. The teaching of projects in art classes to supplement 
units in American literature, or the teaching of American literature and 
American history so that the chronological periods coincide, are ex- 
amples of the usual type of correlation attempted. The basic ad- 
ministrative arrangements for the curriculum are not changed, but the 
organization of subject matter within a course may be changed. 

2. Fusion. ^ fused course represents changes in the organization of 
the curriculum in that two or more courses may be replaced by a single 
subject of one period in length, combining the subject matter included 
in the former courses. For example, biology is a fusion of zoology and 
botany; social studies, a fusion of history, geography, and civics. One 
of the typical kinds of fusion is a combination of English literature and 
composition in a 2-semester course, where the two phases of English 
are interwoven rather than taught separately as different semester 
courses. Obviously, certain administrative changes are involved in this 
transition. 

This synthesis of a field of study is another way of combining subject 
matter in order that pupils might see relationships and learn more 
effectively. 'The emphasis is also a subject-centered one. 

3. Broad fields. Another organization of curriculum experiences 
that emphasizes the subject matter is one that is termed the “proad- 
fields curriculum.” However, it is a rather confusing label to the in- 
experienced student because it also represents fusion of subject matte! 
and is used in a number of different ways by different authors. 

Probably it may be best to confine the term to the survey type of 
course at the college level, a rather common usage. The junior college 
which may be regarded as a type of extended secondary school, fre- 
quently offers survey courses in science, literature, the arts, and social 
sciences. Such courses involve a transition from several separate elective 
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courses in order to give the student a perspective of the whole field 
of study. Considerable change is often involved from fewer electives 
to a more common program for all. It represents a forward step toward 
breaking down compartments between conventional subjects. 

Changes emphasizing the adolescent and his needs. More promising 
than the changes which emphasize subject matter are efforts through 
administrative provisions and organization of experiences to provide for 
the basic needs of young people. 'The concern here is not so much the 
subject content as it is the kinds of experiences pupils have with the 
content. The core curriculum is discussed here somewhat more ex- 
tensively in order to clarify its meaning and indicate its possibilities. 

1. The homeroom. In the elementary school the teacher has his 
pupils in the room during the entire day or the major portion of the 
day. Those schools that departmentalized under the platoon movement 
or other influences are tending toward a change to the self-contained 
classroom. In some upper grade classes, the group is together under 
one teacher for half the day in its “homeroom.” 

The homeroom concept has been carried into the high school, 
largely for guidance purposes, in order to enable a teacher to become 
better acquainted with a small group of pupils, and in order that a 
teacher might have definite responsibility for the guidance of a small 
gtoup. Where the homeroom is not just a 10-minute period at the be- 
ginning of the day for roll and announcement purposes, it has pos- 
sibilities for development of a worth-while contribution to the cur- 
riculum experiences that pupils have in a school. 

In cases where the homeroom has two or morc full periods per week 
devoted to it, the type of a curriculum that has been developed is often 
like that found in classes of forward-looking high schools that stress 
the experience approach. A study of problems really vital to the life 
of pupils is carried on, such as personal grooming, selection of an 
°ccupation, school traditions, what school activities offer, problems be- 
fore the student council, social events, and conduct in school. 

f These types of experiences are more in line with principles of learn- 
mg than the cut-and-dried subject matter often presented in regular 
classes in the same school. Moreover, the pupils in homerooms usually 
on se opportunity for democratic participation in a Agi 
(rem = or other, since the homeroom has not gaine respec 
£h credit offered, a number of teachers have come to the in- 
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teresting but tragic conclusion that democratic participation might 
be carried on in homerooms but has no place in the regular subjects. 

One main advantage of the homeroom is that it offers a better op- 
portunity for the teacher to know his pupils as individuals, to study 
them, and to give them assistance in their numerous adjustment prob- 
lems. As an organizational device, it attempts to compensate for the 
fact that the school day has been compartmentalized to such an extent 
that no teacher can expect to know all the 100 to 150 pupils with 
whom he works. 

2. An extended class period, scbool day, or scbool year. 'The trend 
in secondary schools is toward a 55- to 60-minute period. A few have 
extended the period even further. Accompanying the emphasis on 
supervised study has been a tendency to work toward the hour period. 
In some of the large cities and sections in the East, where the school 
day often ends around 2:00 or 2:30 p.m., there is developing a realiza- 
tion of a need for extension of the school day in order to furnish 
pupils with shop and laboratory experiences, time for study, and well- 
organized activities within the school day. The extended day in junior 
colleges that includes late afternoon arid evening classes is in line 
with this tendency. 

The 12-month school year is still largely theoretical, although many 
educators are convinced of its desirability. Some trend in this direction 
can be noticed in the greater frequency with which schools are em- 
ploying some members of the teaching staff for the full year, pa 
ticularly for summer recreational programs. A few schools such as 
Glencoe, Illinois, for all teachers, and Portland, Oregon, for principals, 
are employing school personnel for 12 months with a month's vacation. 

All of these efforts to extend the time in which pupils may be served 
by the school indicate an increasingly clearer understanding that, in 
a changing society, youth need further opportunity to develop recrea- 
tional interests and skills and that the whole development of the 
adolescent is of importance. "The rapid-changing period with its inter- 
vening study halls, suited to a recitation procedure based on a subject- 
matter philosophy, is not adequate for full growth of the individual. 

3. Block scheduling. Another method of compensating for depart- 
mentalization of subjects, used by high schools where the concern for 
pupils is apparent, is the block type of schedule. This schedule is appli- 
cable to large high schools where pupils can be divided into sections that 
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:emain together for the required courses. For example, a ninth-grade 
class of 30 pupils, in which English, social studies, and science are com- 
mon subjects, is scheduled together to work with Teachers A, B, and 
C. These pupils also will be taking art, music, industrial arts, home 
economics, mathematics, or some other electives with teachers of 
special subjects. 

The three teachers, sometimes known as the general education teach- 
ers, meet together to plan experiences and discuss ways and means of 
assisting their pupils in adjustment problems. The teacher designated 
as the homeroom or guidance teacher may serve as chairman of this 
group. As frequently as possible, they meet with the other teachers of 
this particular group of pupils. 

In some larger high schools, “a school within a school" has been es- 
tablished successfully. In. such cases, the entire corps of teachers of 
required and elective subjects for a group of 200 or 300, or some other 
arbitrary number of pupils, works together under a director of in- 
struction in planning for the needs of the particular group. 

These plans of organization make it possible for a group of teachers 
to know certain pupils in the school more intimately and to create a 
situation within which it will be possible for adolescents to become 
acquainted with fellow classmates and find greater security. 

4. The core curriculum. One of the more recent changes in the 
organization of the curriculum in forward-looking high schools is the 
core curriculum. It departs somewhat radically from the traditional 
plan of organization in more than one respect. An examination of its 
characteristics will reveal that it indicates unusual promise in providing 
a setting for the experience-unit method and the principles of demo- 
cratic education discussed in Chaps. 1 and 2. 

The core curriculum is not just a grouping of the common required 
subjects. Tt has distinct characteristics of its own which distinguish it 
from other plans of curriculum organization: *° 


l; The core utilizes more time of the school day than the traditional 
Prganization, usually from two periods to half a day. 


Further explanation and examples of the core curriculum can be found in 
miu, Albert, Reorganizing the High-School Curriculum, Chap. VI, e Pos 
tion fo ompany, New York, 1947; and Educational Policies Commission, xe 
44. AI All American Youth, National Education Association, Washington, D.C., 

* Also see Chap. 15 of this book. 


86 FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


2. The subject matter is drawn from several areas of the conventional 
subjects as information or skills are needed to solve problems of concern 
to the learner. 

3. The experiences in the core curriculum are those which represent com- 
mon types of experiences needed to participate effectively in a democratic 
society. Pupils work on common problems of personal and social concern 
to all youth. 

4. Provision is made for individual differences within the framework of 
the core, supplemented, of course, by elective courses which meet indi- 
vidual needs. 

5. The approach within the core is experience centered rather than sub- 
ject centered, with the use of larger units of work. 

6. The guidance function occupies an important place in the core, and 
responsibility for the guidance of a certain group of pupils is placed on the 
core teacher. 


Obviously, the reorganization of the daily schedule to include two 
or more periods under one teacher does not necessarily guarantee the 
experience-unit method. The difference between the experience and 
subject approach is one of degree, and all teachers include in their 
procedure some characteristics of both. 

There are certain types of developments in accord with principles 
of learning, democratic objectives, and concern for the adolescent that 
are more easily carried out in the core organization, and there js con- 
siderable indication that the following developments are occurring in 
schools that use this organization of curriculum experiences. 


1. There is more concern for the individual and his adjustment problems 
and for adjusting the work to his interests and abilities. The unit method 
makes it possible for pupils to be doing different things at the same time ^ 
an outgrowth of problems of common concern. The teacher lives with his 
pupils in the core class long enough each day to become acquainted with 
them and their needs. 

2 Social action through cooperation on common problems gives pupil 
experience in group control and social responsibility. Problems are such 
that they help pupils acquire social consciousness since they are more apt 
to be of real concern to pupils; for example, developing rules and reg’ 
lations by which the group will live, studying the problems of discrimin® 
tion among racial and ethnic groups as they touch the lives of the pupils " 
the community, or clearing up a bad lunchroom situation in the school. 

3. Complementary to the above, is the opportunity for pupils to pe 


SOME FACTORS WE MUST CONSIDER 87 
ticipate in planning, organizing, and evaluating their experiences in the class, 
the opportunity to gain proficiency in democratic procedures. 

4. The problem-solving technique used in investigating problems in the 
unit procedure is the essence of the method of intelligence. If a problem 
faces the group, data must be gathered from all available sources—books, 
people, institutions, experience—to help arrive at a solution. In a situation 
where there is time for planning and cooperative work without emphasis on 
“covering the ground,” the method of inquiry has a chance to grow. 

5. There is more use made of the field trip, community facilities, and 
community study since the larger block of time more readily permits excur- 
sions outside of the school without disturbing the schedule or annoying 
other teachers. 


This plan of curriculum organization might be termed a variation 
of the constants-with-electives plan since all pupils are together in the 
core. There is no need for differentiating among students according 
to ability since the very nature of the core curriculum provides for 
individual differences within the core class, where different activities 
can go on at the same time and cooperative planning is prominent. 
Different vocational objectives are provided for in the electives out- 
Side the core, chosen intelligently through the core class. Multiple 
Curricula are not needed in such a situation. 

_5. Part-time cooperative education. The plan of cooperative educa- 

tion between business establishments and the school, in which the pupil 
attends school part of the time and obtains work experience part of 
the time, is another plan of organization that is relatively new. Large 
and small high schools, junior colleges, and senior colleges have used 
it successfully, It has some features similar to the core in that the work 
on the job, and often in school, is arranged in larger blocks of time. 

The experience approach is predominant. In related classes at school, 
Work is planned cooperatively to fit into the needs of the job. If the 
Work ina grocery store calls for show-card lettering, the student is 
given that training. The evidence of cutting across conventional sub- 
Ject lines can also be noted in such related courses, where the work is 
Planned in line with the requirements of the job. 


. SUMMARY 
This chapter has presented the conditions as to the organization of 


th P a 
© curriculum that are most typical in the high schools of this country 
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today. It has examined what those high schools are like in respect to 
size and general organization, for the manner in which young people 
are thrown together or kept apart in school has tremendous significance 
for a democratic society. The way in which the school day is organized 
for them and how well they can get to know their teachers and fellow 
pupils affect their learning. These patterns as well as those of groupings 
of subjects in the program of studies were examined. 

Basic principles by which curriculum organization may be evaluated 
were presented to serve as a yardstick by which to measure practices. 
The student himself is urged to appraise the traditional patterns and 
the forward-looking practices discussed, using these principles in such 
a manner. 

Although some tentative conclusions were presented, it has not been 
the intent of this chapter to furnish any ready-made answers for the 
reader. Instead, it is hoped that the analysis of present practices, along 
with the principles set forth, will furnish a clearer basis for evaluation 
of the current situation and help to indicate the direction in which sec- 
ondary schools should move. Each individual must make the decisions 
for himself based on the kind of school he wants in a democratic society 
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Chapter 5. THE CURRENT BASES FOR 
APPRAISING PUPIL PROGRESS 


The tendency of man to classify and to catalogue objects, events, and 
forms of life is not new, and fortunately so. One criterion of the ad- 
vancement attained in a given field of human knowledge is based on 
the methods whereby its leading exponents classify what is known 
about the field. Man has been known to recognize individual differences 
and to classify individuals in terms of those differences as far back in 
history as records have been authenticated. Even the lower forms of 
animal life distinguish among their members in terms of function and 
ability. It is, therefore, not strange that man has devised and long vsed 
methods whereby he can estimate the success of his children in master 
ing the learning tasks set before them, whether such tasks were posed 
in the hunt by a father to his son, in the shop by a master to his ap- 
prentice, or in the school by a teacher to his pupil. ' 

Most of the individual differences among school pupils which are 1 
portant to the teacher, and they run almost the gamut of possible differ- 
ences, have been objectively measurable only during the last half cet 
tury or so. Exceptions are found in certain physical measurements and 
in measurements of such tangible behavior as skills and knowledges 
The development of the aspect of psychology known as individual dif- 
ferences and of objective methods for measuring many such differencó 
has opened up vast new fields to the psychologist, the educational psy 
chologist, and the teacher. Not least among the areas to which the new 
understandings and techniques are applicable is the evaluation of pupi! 
behavior in the school. 

Numerous aspects of pupil growth and progress are subject to meas 
urement. Among these are physical, anatomical, physiological, moto’ 
social, emotional, intellectual, and educational. Some are of more direct 

90 
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concern to teachers than are others. Those to be dealt with in this chap- 
ter pertain directly to those changes in pupil behavior which result in 
large measure from pupil experiences in the school. Others of these 
types of growth and development will receive consideration in Chap. 16. 


BASES FOR PUPIL EVALUATION 


In most school systems today, pupils in each grade differ widely in 
their general intelligence and aptitudes. This means that they differ 
widely in their potentialities for learning from their school experiences. 
They also differ widely in their educational achievement, as evidenced 
both by teachers’ marks and by results obtained from objective testing. 
Their differences in physical and social characteristics, interests, and 
attitudes are no less marked. The existence of a wide degree of such dif- 
ferences within a class of pupils taught by one teacher, in the main by 
group methods of instruction, has long been recognized as causing a 
problem in the evaluation of pupil success. No one solution to this 
problem has been, or is likely in the near future to be, widely accepted. 
i Three distinguishable approaches to the solution of this problem are 
in use today. They are based on quite different philosophies concerning 
such fundamental questions as the nature of successful pupil perform- 
ances, the purposes of education, and even the nature of the good life. 
In the accounts following, more attention is given to the methods and 
procedures involved in each than to their philosophical bases. 

Comparison with standard. Educators in the early schools were prone 
to uphold certain standards, often intangible and subjective in nature, 
Which pupils were expected to attain before they entered the next grade 
or level of the school system. This procedure, which had its origins at 
a time when education was the privilege of only the select few, has 
come to be accepted practice in many schools today where education 
55 provided for the relatively unselected many. 

Educational standards are analagous to hurdles of varying and some- 
What regularly increasing heights which pupils are expected to jump 
“uccessively on their routes toward graduation from the elementary and 
Secondary school. Pupils who fail to jump the hurdle which is their task 
for a given school year are often retained in the same grade a second 
year in the attempt to develop their hurdle-jumping proficiency. Pupils 
a the hurdle down in attempting to jump it are often pro- 

© the next grade conditionally or on probation. However, 
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pupils with excellent hurdle-jumping aptitude, who could easily jump 
two hurdles in 1 year, are often restrained from attempting a second, 
and are thereby held to the rate of hurdle-jumping progress character- 
istic of the average pupil. The educational equivalent to this analogy 
is known as the grade-standard theory of pupil progress. 

Standards of educational progress are even more intangible and sub- 
jective today than they probably were under the more traditional edu- 
cational system which placed major emphasis upon knowledge and skill 
outcomes. The problem of measuring pupil learnings would be very 
simple if educational standards were stated, for example, in terms of 
such tangible knowledges as those concerning the dates of certain his- 
torical events and skills involved in finding the roots of certain types of 
quadratic equations. It is much more difficult to establish and objectify 
standards when the emphasis is upon such less tangible outcomes à$ 
understandings concerning historical cause-and-effect relationships and 
abilities to solve practical problems by the establishment and solution 
of quadratic equations. 

Relatively few objective and tangible educational standards have been 
widely accepted in the schools of today. Standards vary from school 
to school and from teacher to teacher within the same school, except 
for the very few which are widely accepted by educators. Problems of 
evaluating pupil attainments are vastly complicated, and it is unreason- 
able to expect that standards of sufficiently objective types can be set 
and agreed upon to warrant the belief that status in a certain school 
grade represents the same level of achievement in all schools. 

Comparison with norm. Increasingly since standardized achievement 
tests first appeared in the first decade of this century, test norms have 
come into use as a basis for the evaluation of educational attainments of 
pupils. Norms represent what pupils in different school grades or of 
different ages have actually done on standardized achievement tests.” 
Norms are most often stated in terms of age equivalents and grade 
equivalents for elementary-school tests and as percentile ranks by grade 
levels and subjects for secondary-school tests. 


1Such tests would be better characterized if they were called normalized test 
rather than standardized tests. A norm is an objective statement of average (usually 
median) performance, whereas a standard represents a subjective placement of à 
performance often too intangible for ready objective evaluation. 
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It is possible to compare objectively the score of any pupil on a 
standardized achievement test with the scores made by pupils in the 
same grade, of the same age, or who are taking the same school sub- 
ject. For example, it can be learned that John's score of 83 on a stand- 
ardized reading comprehension test represents reading comprehension 
ability characteristic of pupils having grade equivalents Of TO KES 
characteristic of the average pupil who has attended the seventh grade 
for 6 months. Similarly, Sally’s score of 117 on a test in social studies 
may represent typical achievement in the social studies of pupils whose 
age equivalents of 14-5 indicate that they are fourteen years and five 
months of age. Again, Henry’s percentile rank of 33, based on a score of 
71 on a standardized plane geometry test, indicates that he scored higher 
on the test than did 33 per cent of the plane geometry pupils upon 
whose scores the test was standardized. That John, actually starting the 
ninth grade, is below the norm of achievement for his grade in reading 
comprehension can readily be inferred. That Sally, who is celebrating 
her thirteenth birthday anniversary today, is superior to many pupils 
of her age in the social studies can be inferred. Henry’s standing among 
plane geometry pupils can readily be assigned to the upper end of the 
lowest third. 

It is obvious that not all pupils can surpass the norm of achieve- 
ment. By its nature the norm of the age or grade type demands that 
approximately half of the pupils be above it and half of them be below 
1 Similarly, not more than half of the pupils can have percentile ranks 
higher than the median, or 50. It is, consequently, futile to attempt to 
bring all pupils up to the norm. It is undesirable, moreover, to think of 
the norm as a standard, for a norm cannot be thought of as a standard 
unless satisfactory performance is expected from only about half of the 
pupils. 

Comparison with previous status. The belief that pupils should be evalu- 
ated in educational achievement in relation to their potentialities for 
learning prompts those who advocate comparisons with previous status 
as the basis for marking and promoting pupils. This theory is based on 
the recognized facts that the frustrations and failures of pupils unable 
to meet standards often result in serious emotional disturbances and 
maladjustments, that the ease with which superior pupils meet standards 
often results in slovenly work habits and unwarranted self-satisfaction, 
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but that if every pupil is kept busy at his highest level of natural 
achievement he will be "successful, happy and good." * 

If attainments are evaluated in terms of the potentialities for learn- 
ing possessed by individual pupils, it is thought by exponents of this 
method that both the adjustment and the education of pupils will be 
improved. Amounts of pupil progress can be judged objectively from 
standardized test results by determining the amount of growth at- 
tained in a known period of time, such as 1 year or 2 years. Direct and 
exact evidence concerning how much an individual pupil should pro- 
gress under optimum conditions is not available, however, although the 
achievement quotient and other similar devices have been designed and 
sometimes used for this purpose. In each such attempt, some measure 
of the pupil’s achievement level or educational attainment is divided by 
some similarly stated measure of his intelligence or aptitude, or of his 
potentialities for achievement, in order to obtain an index of how well 
he is using and developing the abilities he possesses. 

Just where in the educational ladder or exactly how these three bases 
for pupil elevation and promotion should function is far from clear. 
If the procedure based on previous status were followed rigidly 
throughout the entire school system from the primary grades through 
professional schools, standards embodied in state bar examinations, for 
graduation from medical schools, and for licensed pharmacists could 
not be maintained. If the grade-standard procedure were followed rig- 
idly, and without special classes for certain types of deficient pupils, it 
would not be uncommon to find some children retarded by as many 3$ 
four or more grades by the time they are legally eligible to leave school 
and to find other pupils receiving their high-school diplomas at four- 
teen, thirteen, and even at younger ages. 

Although neither of these extremes is acceptable, it is far from sim- 
ple to attain a satisfactory compromise or an acceptable alternative 
method. Educators have devised methods of ability grouping or ho- 
mogeneous grouping for classifying pupils. They have evolved plans 
providing for different rates of pupil progress through the school 


grades. A solution widely acceptable to educators has yet to be found, 
however. 


°C. E. Seashore, “The Talented Child,” Journal of Educational Psychology: 
7:241-242, April, 1916. 
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TYPES OF EVALUATION INSTRUMENTS AND TECHNIQUES 


With the advent of standardized tests early in this century, of the 
informal objective test in the early twenties, and of the still newer 
evaluative tools and techniques about 15 years ago, the educator's con- 
cept concerning effective methods of evaluating pupil achievement has 
necessarily undergone a thorough revision. Developments of at least 
three distinguishable types have occurred during the twentieth century 
in the scientific study of instructional outcomes as evidenced in the be- 
havior of pupils. Greene, Jorgensen, and Gerberich ? distinguish these 
periods in terms of primary emphasis upon: (1) testing, (2) measuring, 
and (3) evaluating. 

The shift of emphasis is borne out in changes observable in tools and 

techniques and in titles of books published during the three periods. The 
first period, characterized by testing, lasted until perhaps the early or 
middle twenties; it may be considered as having its origins as late as 
1908, or even as far back in history as education was practiced by human 
beings. The second period covered the 10 or 15 years from the early or 
middle twenties to the middle or late thirties, and the third period has 
been in effect for the past 10 or 15 years. 
_ Testing. The modern testing movement probably originated with the 
introduction of the comparative test by J. M. Rice * in 1894, although 
other significant dates which may be considered as starting points are 
1904, when "Thorndike? brought out the first book dealing mainly 
With mental and educational measurements; 1905, when Binet and 
Simon inaugurated the intelligence-testing movement by the publica- 
tion of the first intelligence scale; and 1908, when Stone * published his 
arithmetic reasoning test—the first standardized test. 

* Harry A, Greene, Albert N. Jorgensen, and J. Raymond Gerberich, Measure- 
id and Evaluation in tbe Secondary School, pp. 6-7, Longmans, Green & Co., 
ne, New York, 1943, * 

"Leonard P. Ayres, “History and Present Status of Educational Measurements, 


be Measurement of Educational Products, Seventeenth Yearbook of the National 


ay for the Study of Education, Part II, Chap. I, p. 11, Public School Publish- 

ing Company, Bloomington, Ill., 1918. ; 
"Edward L. Thorndike, An Introduction to the Theory of Mental and Social 
Es, Teachers College, Columbia University, New York, 1904. 

C Cliff W. Stone, Arithmetical Abilities and Some Factors Determining Tbem, 

en ributions to Education, No. 19, Teachers College, Columbia University, New 
TK, 1908. 
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It was during this period, particularly for a few years after 1908, that 
many educators looked to the objective test as a panacea for all educa- 
tional ailments. The objective test was constructed only by specialists, 
and there was a tendency to emphasize the test and its development 
rather than the use of test results. 

Measuring. The second or measurement aspect in the scientific study 
of learning outcomes probably had its inception with the suggestion of 
McCall * in 1920 that objective tests very similar in form to standardized 
tests can be constructed by the teacher for classroom usc. Unfortu- 
nately, the teacher-made objective test came to be known as the new- 
type examination; preferred now is the term, informal objective test. 
Ruch, with the publication in 1924 of the first book entirely devoted 
to the teacher-made objective test,* furnished major impetus for the 
measurement movement. 

Although the production of new standardized tests continued, par- 
ticularly during the early part of this period, the twenties were marked 
by increasing attention to the use of test results and to the measure 
ment of the less tangible types of instructional outcomes. This was the 
period during which measurement ceased to be the province of the 
specialist solely and during which the teacher began to assume his 
rightful place in the assessment of pupil performance. 

Evaluating. The modern phase of this movement, characterized by 
the evaluation or appraisal of pupil behavior, was probably introduced 
by Tyler? when he outlined steps for objective test construction based 
on the objectives of instruction and the changes in behavior of pupils 
who had attained the desired instructional outcomes. The Eight-ycat 
Study of schools of the Progressive Education Association, in which 
the approach proposed by Tyler was basic,? contributed significantly 
to further development of this procedure in achievement measure- 
ment and evaluation. 


Much broader in its scope than either the testing or the measuring 


' * William A. McCall, “A New Kind of School Examination,” Journal of Educ 
tional Research, 1:33-46, January, 1920. 
8G. M. Ruch, The Improvement of tbe Written Examination, Scott, Foresman 
& Company, Chicago, 1924. 
* Ralph W. "Tyler, "A. Generalized Technique for Constructing Achievement 
Ip Educational Research Bulletin, 8:199-208, Apr. 15, 1931. 
Eugene R. Smith, Ralph W. Tyler, et al, Appraising and Recording Student 
Progress, Harper & Brothers, New York, 1942, 
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movements, the evaluative approach makes use not only of paper-and- 
pencil tests but also of many non-test procedures and tools, such as 
objective types of observations, ratings, questionnaires, the profile, and 
the cumulative record. The testing, measuring, and evaluating periods 
are characterized by an increasingly broad conception concerning 
the nature of the child. This trend in the direction of appraising the 
whole child is doubtless one result of the theories propounded by 
modern behavioral psychologists of the Gestalt and organismic schools. 

Consideration will be given in three later chapters of this volume 
to testing, measuring, and evaluating pupils to determine their attain- 
ment of desired instructional outcomes when they have been taught 
under the daily-assignment method (Chap. 8), the subject-matter unit 
method (Chap. 11), and the experience unit method (Chap. 14). 
Although no definite parallelism exists among the three periods in the 
appraisal of pupil behavior discussed above, and the three instructional 
methods treated in Part 2 of this volume, it seems appropriate here to 
mention and briefly outline such parallelism as does exist. 

Some but not all of the methods basic to testing and measuring are 
appropriately used with the daily-assignment method of instruction. 
Testing and measuring procedures of wider scope are fundamental in 
the subject-matter unit method, including most of those properly used 
in the daily-assignment or recitation plan. Instructional outcomes of the 
experience unit method can best be assessed by a combination of the 
newer evaluating techniques with many of the procedures developed 
during the testing and measuring periods. 'The plan which will be 
followed in Chaps. 8, 11, and 14 is to discuss the methods which seem 
most appropriate for the daily-assignment method in Chap. 8, to dis- 
cuss in Chap. 11 the additional procedures of significant value for the 
subject-matter unit method, with occasional reference to the tech- 
niques previously treated in Chap. 8, and to devote greatest attention in 
Chap. 14 to evaluative techniques, but again with occasional reference 
to the pertinent content of Chaps. 8 and 11. 

Subject-centered tools and techniques. Tests today represent the most 
Widely used means of measuring the school attainment of pupils, as 
Was doubtless true of ancient schools as well. Included here must be 
hot only the written test, first known to enter into educational testing 
In the medieval universities of the eighteenth century, but also the 
oral examination or quiz and the performance or skill test. 
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Would-be scholars of ancient Greece “stood” oral examinations at 
which they were required to defend certain theses, and Spartan youths 
underwent tests of physical skill and endurance. The oral examination 
or quiz is still widely used by many teachers as a measurement tech- 
nique, although it better serves a teaching than a measuring purpose. 
The first written tests used in American schools were probably those in- 
spired by Horace Mann in the Boston of 1845. Performance tests are 
most commonly used for measurement in such fields as physical educa- 
tion, commercial education, home economics, and industrial arts, and 
they are also used in some aspects of the more academic subjects. 

Written tests are of two major types—standardized and teacher- 
made. Informal objective tests are teacher-made or classroom objective 
tests similar in types of items to standardized tests, which are also ob- 
jective in form. The still widely used essay or traditional examination 
is also a teacher-made or classroom test. 

Written tests may be classified by type as objective, which includes 
the standardized and the informal objective classroom examinations, 
and as subjective, which is represented by the essay or traditional ex- 
amination. Again they may be classified by source as standardized and 
as teacher-made, the last mentioned including both the essay and the 
informal objective examinations. 

Standardized tests are either general or specific in their functions. 
General in function are the survey tests, which measure achievement in 
major curricular areas by means of a test battery or which measure 
achievement in one subject field or one subject by means of a single 
test. Also general in function are the prognostic tests, which measure 
background preparation necessary for success in a more advanced field 
of study or course. Much more specific in function are diagnostic and 
analytic tests, the purposes of which are to diagnose or analyze pupil 
abilities in particular subject areas. 

Whereas the standardized test is available only in published form, 
and the user is faced with the necessity of finding a test which satis" 
factorily meets his needs, the teacher-made or classroom instrument 
whether essay or informal objective in nature, may be devised to meet 
the particular purposes in mind. Some performance tests are available 
in standardized form, also, but such tests can quite readily be co” 
structed by the teacher for measuring certain outcomes of skill typ% 

Another type of subject-centered instrument is found in the quality 
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and product scales which have important uses in some subject areas. 
An important distinction between tests and scales is that the former are 
ordinarily put into the hands of the pupils whereas the latter are used 
only by the teacher. Quality scales in handwriting consist of scaled 
and numbered samples ranging from an almost illegible to an excellent 
specimen of handwriting. The teacher is able to assign quality scores to 
samples of pupil handwriting by comparing them with the scale 
samples. Product scales in spelling consist of words listed in terms of 
their difficulty for pupils in various school grades. The teacher can 
prepare his own test at a particular grade level and of the desired level 
of difficulty by selecting words appropriately from such a product 
scale. 

Two other non-test measurement devices—check lists and profiles— 
are primarily of the subject-centered type. Check lists are often used 
in measuring pupil ability in laboratory or other skills. Such an instru- 
ment often consists of a list of possible operations or manipulations of 
apparatus, on which the teacher checks the manner in which the pupil 
performs the operations, whether right or wrong, whether in the 
correct order or not, in the attempt to solve his problem. Profiles are 
used to show levels of pupil attainments in several areas of knowledge or 
in several aspects of one area of knowledge in such comparable terms 
as age equivalents, grade equivalents, or percentile ranks. 

An aspect of evaluation which cannot be overlooked is that of 
teachers’ marks ! based on pupil achievements. Teachers’ marks, usually 
subject centered, have become such an integral part of American educa- 
tion, and so much dependence is placed upon them by pupils, parents, 
school officials and prospective employers, that attention must be de- 
voted to them. 

In a recent survey of marking practices with primary emphasis upon 
the secondary-school level, Wrinkle listed the following as typical of 
methods in use or which have been tried experimentally: (a) manipulat- 
mg the symbols, (b) supplementing the symbols, (c) parent-teacher 
Conferences, (d) informal letters to parents, (e) check forms, (f) pupil 
self-evaluation and reporting, and (g) parents’ reports to the school.” 


is Although often referred to as "grades," the term “grades” is more properly 
eae designate the pupil’s placement on the educational ladder. : 
in w illiam L. Wrinkle, Improving Marking and Reporting Practices, Chap. 8, 
chart & Company, Inc, New York, 1947. 
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As Wrinkle pointed out, manipulating the symbols by changing the 
traditional 100-point percentage scale to a 5-point scale of A, B, C, D, F 
or comparable marks and even to a 2-point scale of S and U, meaning 
satisfactory and unsatisfactory, has been quite common. The 5-point 
scale is doubtless most typical in present marking practice. Some 
schools have supplemented such letter symbols by providing teacher 
evaluations of significant and well-defined pupil traits of personality. 

Although various ones of the other five procedures Wrinkle listed 
have been tried out or adopted by certain schools, more often at the 
elementary than at the secondary level, none has yet gained wide ac- 
ceptance in practice. Such factors as excessive time demands upon 
teachers and other members of the school staff, incomplete cooperation 
by parents of the pupils, dependence upon a teacher-grade plan of 
school organization, unreadiness of teachers, and inadequate provision 
of data deemed necessary for permanent school records have been 
powerful deterrants to the wide acceptance of any of these newer 
procedures. 

A type of teachers’ report and of a parallel report to the home was 
devised by the staff of the Eight-year Study." Major characteristics of 
the report to the home are provision for: (a) teachers’ judgments con- 
cerning pupil performances in five areas of instructional outcomes 
common to all school subjects, (b) teachers’ judgments concerning 
weaknesses pupils should particularly attempt to eradicate, (c) teach- 
ers’ reports by subject areas on likely success of pupils in further 
secondary-school and college work, and (d) teachers’ general com 
ments to parents of the pupils. The five types of instructional outcomes 
set apart are success in achieving specific course objectives, progress 
in learning how to think, effectiveness in the oral and written com- 
munication of ideas, active concern for group welfare, and general 
work habits. The eight points on which pupil weaknesses may be re- 
ported have to do primarily with work-study habits and related per- 
sonality traits. 

Activity-centered tools and techniques. Prominent among the devices 
used in evaluating the behavioral outcomes of an activity-centered 
curriculum are the interview and several observational techniques 
Interviews with pupils, whether informal and spontaneous oF pie 


18 Eugene R. Smith, Ralph W. Tyler, et al., Appraising and Recording Student 
Progress, Chap. 11, Harper & Brothers, New York, 1942, 


SOME FACTORS WE MUST CONSIDER 101 


arranged, permit the teacher to learn much concerning the pupil's 
progress and his difficulties in learning. The teacher can also learn much 
about the pupil by observing him in his classroom and playground 
behavior, and can add much of value to cumulative records by noting 
outstandingly significant or revealing acts in the form of anecdotal 
records. The projective techniques, which involve observation of pupil 
behavior in controlled situations, often of a play or recreational nature, 
also reveal much to the trained observer concerning pupil character- 
istics and progress. 

Rating scales to be filled out by the teacher or even by the pupil 
himself are often useful in measuring pupil progress and methods of 
work. Such scales provide for each of several important characteristics 
listed on separate lines of the instrument places for indicating per- 
formance of differing degrees of merit. Furthermore, and by no means 
least important, some standardized tests and various informal objective 
testing techniques make possible the measurement of such activity- 
centered learnings as ability to interpret data, ability to locate informa- 
tion, ability to make appropriate generalizations, and ability to draw 
appropriate inferences. 

Two other broad evaluative devices are of value in measuring 
activity-centered instructional outcomes. They are the cumulative 
record and the case study. The cumulative record should include such 
information concerning the pupil's home background and environ- 
ment, health history, scholastic history, results from intelligence and 
achievement tests, anecdotal records, rating scales, etc., as will enable 
the teacher to survey his school progress and history readily and 
quickly. When a case study is made, most often for a pupil who is not 
Well adjusted in the school, the cumulative record and results from 
further investigation of his case are utilized in the attempt to determine 
the sources of his difficulties and then to furnish needed remediation. 


CRITERIA OF A GOOD EXAMINATION 
, Workers in any field where quantitative measurement is used must 
Sive careful consideration to the characteristics or criteria of their 
evaluative instruments and techniques. It matters not whether the field 
of work is education, sociology, chemistry, zoology, or astronomy, 
whether it is a social science, a physical science, or a biological science; 
Similar although not identical criteria must be satisfied by the satis- 


102 FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


factory measuring instrument or technique. It matters not whether 
the purpose is to determine the incidence of substandard housing in a 
given city, the quantity of a given element in a chemical compound, 
or the knowledge of school pupils about the French Revolution; similar 
although not identical criteria are applicable in evaluating the instru- 
ment or technique to be used. 

The criteria of a good examination or technique designed for use in 
the measurement of pupil behavior “ can be viewed under two head- 
ings—those which depend directly upon the nature of the test or the 
technique itself, and those which depend in some manner upon the use 
to which the test or technique is put. In each of the two following 
sections, the criteria are listed and discussed approximately in ascending 
order of importance. Hence, the criteria of greatest significance appeat 
last. 

Criteria dependent upon the nature of the instrument or technique. Gag 
tain of the characteristics of a good examination or evaluative technique 
are relatively independent of the use to which the measuring instru- 
ment or tool is put. They may, therefore, be looked upon as general 
rather than as specific characteristics or criteria. Of the six general 
characteristics-economy, administrability, scorability, adequacy, ob- 
jectivity, and reliability—the three last named are aspects of, and at 
essential to, one of the specific characteristics in the absence of which 
no examination or technique can serve a worth-while purpose. 

These six characteristics depend in large measure upon the test author 
and publisher, whether the test is standardized and published com- 
mercially or whether it is prepared by a teacher or group of teachers 
and mimeographed for local use only. x 

Economy. An evaluative instrument or technique is economical if its 
time requirements and financial costs are reasonable. A test which re- 
quires 1 hour of testing time and costs 10 cents per booklet is les 
economical than a test which requires 40 minutes of testing time an 
costs 7 cents per booklet. Economies can be effected by the US g 
gelatin plate or mimeograph machines in reproducing test materials, by 
the use of printed or otherwise reproduced answer sheets, and eve? 
by oral presentation of certain types of objective test materials. 

1# For a more extensive treatment of these criteria, see Harry A. Greene, Albert 


N. Jorgensen, and J. Raymond Gerberich, Measurement and Evaluation ™ i 
Secondary School, Chap. 4, Longmans, Green & Co., Inc., New York, 1943. 
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Administrability. A good examination or evaluative technique should 
ordinarily be easy to administer. To rate high on administrability, any 
test or procedure, whether standardized or teacher-made, should pro- 
vide the examiner with complete instructions for testing the pupils and 
should provide pupils with complete instructions for taking the test. 
Nothing should be left so indefinite that the examiner is called upon to 
improvise hastily conceived instructions or that the pupil is required to 
decide for himself what course of action to pursue in attacking the 
test. 

For all written examinations, the examiner should understand clearly 
the procedure to follow in passing out testing materials, giving neces- 
sary oral instructions, timing the test, and collecting materials when 
the test has been completed. The pupil should know how he is to record 
his answers, whether or not he should guess on items for which he 
does not know the answers, the length of time he will be allowed, and 
probably also the total possible score he can attain and how the test 
results will be scored. If the test consists of two or more timed parts, 
directions to the pupil should appear at the bottom of each page and 
at the beginning and end of each part. If the task to be performed by the 
Pupil is complex or if the types of test items used are new to the pupil, 
sample items should supplement the directions and a few practice exer- 
cises may even be necessary. 

For any performance or skill test to be given with oral instructions 
only, the statement to be made to the pupil at the beginning should 
embody as many of these characteristics as are applicable and should 
be framed in advance with as great care as if it were to be used in a 
printed or mimeographed test. Each pupil should have the necessary 
equipment in good working order and should know exactly what task 

€ I5 to perform or what problem he is to solve. 

Scorabili;y. Scores or results stated in terms other than numbers 
should ordinarily be easy to obtain if an evaluative instrument or 
technique is to possess a desirable degree of scorability. An instrument 
Or which results may be obtained by an accurate clerical worker or 
even by an electrical test-scoring machine possesses a higher degree 
of Scorability than one which demands that the teacher do the scoring. 

n Instrument which can be scored in 1 minute possesses a higher 


oe of scorability than one which will require 2 minutes for 
Scoring, 
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Instructions to the scorer should be clear and definite concerning 
how the scoring key is to be used, the amount of credit to be given 
for each correct answer, whether or not to correct for chance and if so 
how, and the method of obtaining and recording total scores and any 
necessary part scores. 

Adequacy. 'To possess a satisfactory degree of adequacy, a test or 
technique must be of reasonable length and must sample rather widely 
the skills or abilities to be tested. Narrow and specific skills can be 
tested adequately in a shorter time or by use of a shorter test than 
test of more complex skills or abilities will require. As it is usually if 
not always impossible to measure educational outcomes in their entirety, 
the sample chosen for testing should be broad enough to make certain 
that it is quite representative of the total skill or ability. 

A test or technique adequate in length and in sampling of behaviors 
to be measured should deal mainly with important knowledges, skills, 
understandings, and other types of outcomes. Highly detailed and un- 
important knowledges, skills, and understandings contribute little to the 
attainment of adequacy in a test. 

Objectivity. A test or technique is objective when the subjective 
factor of personal judgment or opinion is ruled out in obtaining the 
score or result. In an objective test, therefore, two or more scorers will 
obtain exactly the same results unless clerical errors have been made in 
obtaining one or more of the scores. 

Objectivity can be attained in written examinations by the use of 
such objective item types as the true-false, multiple-choice, matching, 
simple recall, and their adaptations. It is important that each item be $9 
constructed that there is only one correct answer or, in recall type 
that there is only one idea which would correctly complete the 
meaning. 

Reliability. The most important general characteristic of a good test 
or technique, general in the sense that it is independent of the use t0 
which the instrument or tool is put, is reliability. Reliability may be 
defined as the degree to which an evaluation instrument measures what- 
ever it does measure or in terms of its consistency in measurement 
Thus, a well-calibrated, że., reliable, thermometer would be reliable 
even if it were mistakenly used in the attempt to measure atmospheri¢ 
pressure, and a well-constructed, i.e., reliable, test of basic skills in arith 
metic computation would be reliable when mistakenly used in the 
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measurement of ability in arithmetic reasoning. However, neither the 
thermometer nor the basic skills test in arithmetic would satisfactorily 
accomplish the purpose for which it was here used. 

If a test is to be reliable, it must possess satisfactory degrees of ade- 
quacy and objectivity. Thus, adequacy and objectivity may be looked 
upon as aspects of reliability and as prerequisite to reliability. A. satis- 
factory degree of reliability in a test will be insured if the test is so 
constructed that it possesses satisfactory degrees of adequacy and 
objectivity, że., if it samples broadly enough and if it is scorable in a 
highly objective fashion. By this token, neither a 10-item true-false test 
nor a 3-hour essay examination would possess a satisfactory degree of 
reliability. The true-false test would be objective but inadequate. The 
essay examination would be adequate but subjective. 

Criteria dependent upon the use of the instrument or technique. The re- 
maining characteristics of a good examination or evaluative technique 
are specific rather than general, for they depend upon the use to which 
the test is put and the manner by which results from the test are given 
meaning. The three criteria appropriately listed here—comparability, 
validity, and utility—occur relatively in increasing order of importance. 
However, validity is doubtless the most important criterion, and utility 
depends upon the use to which results are put rather than to the po- 
tentialities of the test if properly used. 

Comparability. The characteristic of a test or technique which per- 
Mits the interpretation of scores or other results on a continuum which 
has natural or accepted meaning is known as comparability. As raw 
Scores on tests have no meaning until they are converted into some form 
of derived scores, it is the responsibility of the test maker to provide for 
the type of derived scores best calculated to meet the needs for each 
‘est. Such provision for derived scores cannot be made until the 
standardized test has been administered to a representative group of 
Pupils, often referred to as the normative group, or until the informal 
objective test has been used with a pupil group. 
E derived scores or measures as age norms, grade pow eS 
dre E. tain types of quotients, and certain types o i gU 
E common in the attainment of comparability x 7 RM 

Fir ES or more equivalent forms, commonly pronos bili 
T standardized tests, are further evidence of test comparability. 
9r informa] objective tests available in only one form and not ac- 
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companied by norms, comparability may be established quite simply by 
a method presented in Chap. 11. 

Validity. 'The most important specific criterion of a good test or 
evaluative tool is validity. An instrument is valid only if it is used in 
measuring those types and those levels of behavior for which it is de- 
signed. Hence, a test is valid to the degree in which it measures what 
and where it is supposed to measure. 

A reliable thermometer will furnish a valid result only if it is used to 
measure temperature and a reliable test of basic arithmetic skills will be 
valid only if it is used in measuring basic skills in arithmetic. But a 
thermometer having a temperature range from — 20 degrees to 120 
degrees Fahrenheit will not be valid for temperature measurement 
either in a blast furnace or at the North Pole in winter. Neither will a 
test of basic arithmetic skills for the second grade be valid for measur- 
ing basic arithmetic skills of sixth-grade pupils. It follows, therefore, 
that a test to be valid must be used for the appropriate purpose and at 
the appropriate level of advancement. 

The validity of a test depends upon its reliabjlity in much the same 
manner as the reliability of a test depends upon its adequacy and ob- 
jectivity. A test cannot measure what it is supposed to measure unless p 
measures what it does measure, so a test cannot be valid unless it 18 
also reliable. A test which has a title and description indicating that it 
was designed for measuring functional grammar or grammatical usage 
but which actually measures formal grammar will be reliable regardless 
of how it is used, if its adequacy and objectivity are high. Ir will lack 
validity, however, for the measurement of functional grammar, even 
though it will possess both reliability and validity if used, contrary to 
its avowed purpose, in measuring formal grammar. 

Utility. The utility of an examination or evaluative technique is al- 
important, for the test or technique serves no useful major purpose 
unless the results are put to good use. Even if a test has been well chosen 
for a given purpose and properly administered to an appropriate group 
of pupils and if the results have been properly scored and interpret 
the educational gains will be small if the results are not used in the 
guidance of pupils. Tests which, once given and scored, are filed 0" 
the top shelf of a closet to accumulate dust, possess little if any degre? 
of utility. It is only when the teacher follows through to the ultimate 
stage of testing—use of results in pupil guidance—that the test can be 
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said to possess utility. The day is fortunately far in the past when 
educators saw fit to test pupils for the mere satisfaction of curiosity. 

As other criteria are not always equal in the evaluation of a test or 
other educational measuring device, to paraphrase negatively the well- 
known “other things being equal,” an excellent test more often attains 
its quality by means of an optimum balance among the criteria listed 
above than through the maximum possible satisfaction of each criterion 
singly. Thus, a test which is economical in both financial and time 
costs may accomplish so little or even be so harmful because of 
weaknesses elsewhere that its apparent cheapness may well be a mis- 
representation, whereas a more expensive test may so well serve its 
purpose as to warrant its cost. The Stanford Revision of the Binet- 
Simon Intelligence Scale requires a highly skilled technician in its ad- 
ministration and scoring, and yet it is recognized as the most reliable 
and valid test of intelligence so far produced. A test may possess high 
degrees of economy, administrability, scorability, adequacy, objectivity, 
reliability, and comparability without satisfying the ultimate criteria of 
validity and utility, if it is incorrectly or carelessly used. It may even 
be satisfactory in all major respects other than utility. However, the 
Major values of testing have been lost if results are not well used.” 

The accompanying rating scale has been found useful in evaluating 
examinations, whether standardized or teacher-made, as well as other 
Instruments and techniques of appraisal. The arbitrarily assigned weight- 
ings for the nine criteria represent what is believed to be appropriate 
emphasis for each criterion. In the use of this scale, it is recommended 
that the same person rate the two or more tests or techniques which 
may at any time be receiving consideration for a particular purpose, 
rather than to use ratings of two or more persons for comparison, in 
order to hold constant the tendency toward high, average, or low 
ratings which may characterize three different persons. Care should 

€ taken that only instruments or techniques designed for accomplish- 
Phe P in purpose are compared by means of this des Pu à 
"or A an instrument is evaluated in terms of the purp 

is designed that the results have real meaning. 


i 


OUTCOMES OF INSTRUCTION 
0 It seems evident that a teacher who wishes to evaluate instructional 
Mcomes in pupils should possess an understanding of considerable 
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STANDARDIZED ACHIEVEMENT Test Raring ScaLe 


Maxi- | Test Test. 
Criteria mum 
ratings | Ratings Reasons Ratings Reasons 
1. Validity 20 
2. Reliability 15 
3. Adequacy 10 
4. Objectivity 10 


5. Administrability 10 


6. Scorability 10 
7. Comparability 15 
8. Economy 5 
9. Utility 5 

Totals 100 


Summary statement of major reasons for preference. 
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depth concerning the types of pupil behavior which result from school 
instruction and from out-of-school experiences. The final stage in the 
complete teaching process is evaluation, and it is difficult to believe 
that appropriate evaluation can occur unless the behavioral changes 
brought about in pupils in the form of instructional outcomes are well 
understood. Furthermore, such earlier stages of the instructional process 
as planning and providing learning experiences for pupils cannot be 
integrated into a unified whole most effectively unless the teacher has a 
clear conception of the instructional outcomes. 

The instructional outcomes classified and discussed by major types 
below have been adapted from Woodruff * and will serve as the basis 
for discussion of evaluation in later chapters. The objectives of science 
instruction presented in a recent yearbook of the National Society for 
the Study of Education ?^ are based on a similar classification of instruc- 
tional outcomes. 

Skills. Among the most tangible and readily observable instructional 
outcomes are skills of the sensory-motor and perceptual-motor types. 
Sensory-motor skills, often repetitive in nature, ordinarily become 
automatic after they have once been learned. They are represented by 
walking, skating, standing, and eating. Perceptual-motor skills, usually 
unique rather than repetitive, are directed even though they may be 
independent of conscious control. Such skills as typewriting, playing a 
cornet, and writing illustrate the need for selective rather than for 
purely repetitive behavior. 

Of these types of skills, the perceptual-motor are of greater conse- 
{uence to the secondary-school teacher than are the sensory-motor, for 
Most of the important sensory-motor skills have been developed in 
Pupils to a rather high degree before they enter the secondary school. 
Improvement may well be sought in the performance of such skills by 
high-school pupils, but there is seldom need for teaching them directly. 
On the other hand, many perceptual-motor skills of significant value 
have not been developed ‘in children before they enter the high school, 
and hence become appropriate concerns of the high school and college. 


E nd D. Woodruff, The Psychology of Teaching 2d ed., Chap. 8, Long- 
15 Cen & Co, Inc, New York, 1948. ; 
Victor H. Noll (Chairman), Science Education in American Schools, Part 1, 
Ca Pale lage Yearbook of the National Society for the Study of Educa- 
» University of Chicago Press, Chicago, 1947. 
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Knowledges. When a person acquires knowledge, he establishes such 
mental associations as that between a certain object and the name by 
which it is ordinarily known, between a term and the color or other 
characteristic it represents, between a date and an event or a person, 
and among numbers in a situation involving addition or some other 
arithmetic process. A person has knowledge if he associates the date of 
May 8, 1945, with the surrender of the German armies in the Second 
World War, if he knows how to perform the operation 6 — 2, or if he 
has learned that certain foods are rich with vitamin A or vitamin B; 

Concepts. The development of concepts is closely allied with if not 
paralleled by the emphasis in modern schools on the development of 
meanings in pupil learning. Concepts are illustrated by the ability to 
give definitions of words; to discriminate among types or qualities of 
color; to use abstract terms in thinking, speaking, and writing; and to 
reach a generalized conclusion or idea. 

Concepts are necessarily based on knowledges and frequently also on 
certain types of skills. Although knowledges can be learned so com- 
pletely that they will not be forgotten, and although basic knowledges 
are not usually subject to any modification after they are learned, con- 
cepts are often modified many times and acquire enlarged meanings 
as the learner has further experiences contributing to them. For ex- 
ample, the time concepts of children are quite narrowly restricted to 
their experiences and the immediate future; it is only when children 
reach the age of about ten years that historical time assumes much 
meaning. 

Understandings. The truism that “knowledge is power” has been 
supplanted in the thinking of modern educators by the psychologically 
sound generalization that “understanding passeth knowledge.” Knowl 
edge without power is evidenced in the “idiot savants,” whose phe- 
nomenal ability to memorize facts was not accompanied by ability t° 
apply or to see the use of those facts. Knowledge organized at the level 
generally referred to as understandings becomes functional in the 
life of the individual. It is those intermediate levels of knowledge 1°- 
ferred to above as concepts and those higher levels of knowledge 1€ 
ferred to here as understandings which the school should seek to 
develop in its pupils. 

An understanding perhaps represents only a higher level of outcome 
than a concept, so the two terms are not mutually exclusive. Meanings 
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are necessarily present in both. Understandings perhaps more often 
than concepts demand abstract in contrast with concrete thinking. A 
person who has a concept of man, for example, may be primarily aware 
of man's physical characteristics, his usual behaviors, and the environ- 
ment within which he lives. An understanding of man, however, seems 
to demand an awareness of his psychological as well as of his physical 
organization, an awareness of causal factors lying behind his behavior, 
and an awareness of the interaction between man and his environ- 
ment. 

Tastes and Preferences. Many types of behavior are based on per- 
sonal liking for a color, type of music, architectural style, or author 
rather than on any objective evaluation of the quality preferred. The 
feelings and emotions of the individual are important in the formation 
of his tastes and preferences, whereas his knowledges, concepts, and 
understandings are founded more largely on his intellectual processes. 

Tastes and preferences may be classified into three not entirely dis- 
tinguishable types. Attitudes indicate how a person feels about certain 
practices, issues, and persons or groups of persons. He may, for example, 
have an attitude of any degree between extremely favorable and ex- 
tremely unfavorable toward such a practice as capital punishment, on 
such an issue as high tariffs, and toward such a group as orientals. In- 
terests may vary from negligible to very intense in certain forms of 
recreation, types of reading, vocations, and types of persons. Apprecia- 
tions, those inner feelings of varying degrees of satisfaction obtained 
from different experiences which are difficult if not impossible to 
Convey to another person, are particularly important in such fine arts 
as music, drama, and literature, although they are by no means restricted 
to the fine arts alone. 

Applications. The ability to think logically and to solve problems 
represents the type of instructional outcome here designated as applica- 
tions, This type of outcome represents an end product or ultimate goal 
af teaching. Unless an individual has acquired skills, knowledges, con- 
cepts, and understandings of types and of degrees which contribute to 
his effectiveness in logical thinking and in the solution of problems, his 
learnings lack functional value and contribute little to his success in 
life, Unless his attitudes, interests, and appreciations are based upon 
ei Rag than upon wishful thinking, he will be hampered in logi- 

ing and problem solving. 
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Problem-solving behavior certainly is not limited to the fields of 
mathematics and science, where the term has been most widely used. It 
occurs in any area where problems exist and decisions are to be made, 
whether social, economic, political, mathematical, or scientific. 

Adjustment. Much consideration is given by the modern school to 
the attainment of adjustment on the part of pupils to the type of society 
in which they live. Whether adjustment should be listed as a type of 
instructional outcome or whether it should be considered as a desirable 
over-all result from the attainment of the more specific types of out- 
comes listed above is not entirely clear. It is certainly true that many 
forms of antisocial behavior, such as criminality, extreme forms of 
"rugged individualism," and various forms of mental disease, occur in 
persons who are maladjusted and apparently are a result of their lack 
of adjustment. It is also true, however, that our society is not perfect, 
and that the attainment of adjustment to society as it exists is not the 
sole and ultimate desideratum. 

The school should doubtless aid the pupil in attainment of adjust- 
ment to modern society. However, it should not do so with the purpose 
of developing in him a blind acceptance of conditions as they exist. 
Man's adjustment to his environment includes not only the adaptation 
of himself to the facts of nature but also the adaptation of nature to his 
welfare. It seems implicit that responsibilities of the school, therefore, 
are to aid the pupil in his adaptation to his environment and to de- 
velop in him abilities and desires to accept and to aid in bringing about 
change along socially desirable lines. 


SUMMARY 

Historically, the assessment of pupil attainments in the school has 
passed through three recognizable stages in terms of the techniques 
used by teachers—testing, measuring, and evaluating. The trend has 
been toward an increasingly broad interpretation of the behavioral 
changes sought in pupils, and each stage has created demands for 1- 
proved and more broadly conceived techniques of pupil appraisal than 
were previously deemed adequate. 

Somewhat similarly, bases for interpreting results from appraisal of 
pupils for purposes of marking and promotion may be distinguished as 
of three types. In the most traditional method, pupil learnings are comi 
pared with what are thought to be rather definite standards of achieve 
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ment. In the transitional stage, pupil attainments are compared with 
norms of performance, i.e., with quantified designations of what similar 
pupils have actually accomplished on standardized achievement tests. 
In the emerging stage, pupil attainments are evaluated in terms of the 
varying abilities to succeed with which they, as individuals, come to 
the school. 

Three instructional methods may be considered in rough parallel to 
the trends noted above. The daily-assignment method is often accom- 
panied by testing as a technique and by the grade-standard theory of 
marking and promotion. Pupils taught under the subject-matter unit 
method are more often measured and have their attainments rated by 
the use of norms of attainment. Under the experience unit method of 
instruction, pupils are more often evaluated in terms of their capacities 
for achievement or in terms of progress made in relation to progress 
reasonably expected from them as individuals. Various types of tests, 
techniques, and tools are employed, ranging from those closely related 
to the subject matter or content of instruction to those based more 
definitely upon the activities in which pupils learn to engage as a result 
of instruction. 

The teacher should be familiar with the characteristics or criteria of 
a good examination if he is to attain optimum values from testing, 
measuring, and evaluating. Criteria dependent upon the test or tech- 
nique itself are economy, administrability, scorability, adequacy, objec- 
tivity, and reliability, while those dependent on the use of the instru- 
Ment or technique are comparability, validity, and utility. Quality in a 
Bood examination results from an optimum degree of each of these 
Criteria, 

The teacher should also be conversant with the types of behavioral 
changes which are brought about in pupils by their school and out-of- 
School experiences. Knowledges and skills are the most tangible and 
easily measurable of these outcomes. Somewhat less tangible are con- 
cepts, understandings, and applications, which are higher level outcomes 
of a functional nature. Such tastes and preferences as attitudes, interests, 
md appreciations are not only intangible but also highly personalized. 
Adjustment to self and society is a type of over-all behavior extremely 
B in an individual, whether or not it is aU aoa » 
the B outcome. The teacher should have an un S 8 

avioral changes represented by this outcome which will not only 
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aid him in appraising pupil achievement but which will also enrich his 
contribution to pupil welfare in all aspects of the teaching process, 


SELECTED REFERENCES 


Greene, Epwarp B.: Measurements of Human Behavior, Chaps. 1-2, The 
Odyssey Press, Inc., New York, 1941. 

Greene, Harry A., Jorcensen, ArBERT N., and Gersericn, J. RAYMOND: 
Measurement and Evaluation in the Secondary School, Chaps. 1-4, Long- 
mans, Green & Co., Inc., New York, 1943. 

Lane, Avert R.: Modern Methods in Written Examinations, Chaps. 2-3, 
Houghton Mifflin Company, Boston, 1930. 

Les, J. Murray: A Guide to Measurement in Secondary Schools, Chap. 1, 
D. Appleton-Century Company, Inc., New York, 1936. 

McCarr, WiuuaM A.: Measurement, Chap. 1, The Macmillan Company, 
New York, 1939, b 

OnrzaNs, Jacos S.: Measurement in Education, Chaps. 1-2, Thomas Nelson 
& Sons, New York, 1937. 

RemmeRs, H. H., and Gac, N. L.: Educational Measurement and Evalua- 
tion, Chaps. 1-2, Harper & Brothers, New York, 1943. 

Ross, C. C.: Measurement in Today’s Schools, 2d ed., Chaps. 1-3, Prentice- 
Hall, Inc., New York, 1947. 

Russert, Cuartes: Standard Tests, Chaps. 2-4, Ginn & Company, Boston, 
1930. 

Symonps, Percivar M.: Measurement in Secondary Education, Chaps 1-2, 
The Macmillan Company, New York, 1927. 

Tcs, Ernest W.: Tests and Measurements for Teachers, Chap. 1, Hough- 
ton Mifflin Company, Boston, 1931. 

Wooprurr, AsaneL D.: The Psychology of Teaching, 2d ed., Chap. 8 
Longmans, Green & Co., Inc., New York, 1948. 

Warxte, Wittram L.: Improving Marking and Reporting Practices, Chaps: 
1-4, Rinehart & Company, Inc., New York, 1947. 


Part 2. METHODS USED BY SECONDARY- 
SCHOOL TEACHERS TODAY 


DIVISION A 
METHOD BASED ON DAILY ASSIGNMENTS 


Chapter 6. THE ORIGIN AND THEORY OF 
THE DAILY-ASSIGNMENT METHOD 


The daily assignment with its retinue of techniques and devices con- 
stitutes a distinctive pattern of classroom procedures. Under the name 
of "the recitation method," this pattern is familiar to all who have 
struggled through innumerable repetitions of the assign-study-recite 
sequence that forms its basic outline. For reasons that will be discussed. 
later, this pattern has fallen into disfavor in recent years among those 
who speak and write about pedagogical matters. In spite- of this 
formidable opposition, teaching based on the daily assignment con- 
tinues to dominate the secondary schools to this day, and a teacher who 
'S not familiar with either the major purpose for which it is under- 
taken or the principles which govern its use is likely to encounter 
Serious difficulties. 


EVOLUTION OF THE DAILY-ASSIGNMENT PATTERN 


The procedures associated with daily assignments are the products 
of distinct lines of development that cover the span of a great many 
Centuries. At the time each line emerged, it was thought to be revolu- 
onary in nature and incompatible with the prevailing theories and 
Practices. As time went on, the basic differences were disregarded with 
the result that the three lines now seem to have converged into a single 
pm of thought and action. The major concern here is to describe 
E mature and purpose of the common pattern rather than to empha- 
"e the differences out of which it has emerged. However, each of the 
b" lines of development will be reviewed briefly to draw attention 

* specific characteristics each has contributed to the common 
pattern, 
Es tributions from the classical tradition. The first line of development 
Considered here began with the educational doctrines of Plato. 
nz 
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His basic ideas have been perpetuated in the writings of some of the 
most famous philosophers and educators of Europe and America. For 
that reason, this line of influence is generally referred to as “the classi- 
cal tradition.” 

In answer to the question of what it is that man needs in order to 
achieve his own self-realization, Plato said that one must know what is 
true, what is good, and what is beautiful. Only when a rmed with such 
knowledge is man able to move in the direction of perfection. Plato 
taught that the ideals of truth, goodness, and beauty have an inde- 
pendent existence in a realm unrelated to the physical universe. Per- 
haps the best illustration of this supermundane world of absolute per- 
fection is the Christian's idea of heaven where nothing is believed to 
exist except in a state of perfection. Just as the Christian believes that 
life on this earth improves as the conditions and arrangements here are 
made to duplicate the conditions and arrangements in heaven, so also 
did Plato urge mankind to strive to learn what forms truth, goodness 
and beauty have in the realm of ideals. 

Plato thought of the human mind as a tool by means of which man 
may look into the supermundane realm and thercby get ideas of what 
to do to improve himself and his environment. Like any other tool 
the mind cannot function well unless it is of good quality and in good 
working condition. Education was looked upon as the process of in 
proving the mind, a “disciplining” process accomplished by means 0 
appropriate mental exercises. 

Plato reasoned further that not all human minds are of equal quality: 
The minds of some groups, notably of slaves, are of such inferior quality 
that effort expended in attempting to put them in good working conc 
tion is largely wasted. These people, it was argued, are intended by 
nature to be concerned only with mundane interests and activities 
Hence, all they need is some form of vocational training that wil fi 
them for practical pursuits but not for directing the affairs of the 
community. A few males, on the other hand, can generally be count 
upon to have minds of good quality that need only the discipline of! 
good education to put them in excellent working condition. A us 
society, therefore, will seck out these few able individuals, educat 
them, and then turn over to them the responsibility for formulating 
and directing all policies affecting the welfare of the community: 

From Plato's theory, it follows logically that education has ? twit 
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fold task. First, it must isolate the few great minds from among the 
many inferior ones; and second, it must condition these few for their 
great social responsibilities. The system of education outlined by Plato 
was designed to accomplish both purposes with one procedure. On the 
theory that the mind of the learner must be conditioned through prac- 
tice in seeking perfection, he suggested a curriculum consisting of the 
best exercise materials with which he was acquainted. It included, 
among several others, the disciplines of grammar, logic, arithmetic, 
and geometry which, all together, are now known as the liberal arts. 
These studies were recommended not to fill the mind of the learner, but 
to exercise it and to provide a foretaste of that perfection which man 
should pursue throughout his stay on earth. Inasmuch as the only 
purpose of education is to enable the individual to seek ideas of perfec- 
tion, and since the perfection sought has only one form, all students 
Were expected to follow the same curriculum. It was thought that those 
Who have the necessary endowments and persist to the end of the 
prescribed studies would emerge qualified to be the social leaders. The 
others would find the offering so repulsive that they would withdraw 
Voluntarily as soon as they had reached the limits of their capacity for 
development. i 
Judged by modern standards, the teaching procedures employed by 
those who followed the Platonic pattern appear quite simple. Because 
the content of the study was not as important as the mental exercise 
lt provided, there were few curricular changes made in the span of 
Several centuries, and the course offerings in the main were restricted 
to the few subjects recommended by Plato in The Republic. The 
textbooks constituted the courses of study. Thus under the name of 
Scometry or of grammar, pupils actually studied a work by one of the 
reat masters, starting at the beginning and proceeding through to the 
E ts by line or exercise by exercise. Changes in textbooks were in- 
quent. For example, almost every boy who studied Latin grammar 
from the decline of the Roman Empire to the middle of the eighteenth 
ind did $0 by laboring through either the Ars Minor, srtitten y 
us In the fourth century A.D., or Lily's Grammar, written eary 
n^ sixteenth century by Colet and Lily, with the aid of Erasmus. 
aly s € the art of printing was practiced widely, a school ac A 
the dme, of a given textbook. For this reason it was necessa y 
*r to dictate the lesson by reading from the available copy. 
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When he had dictated a portion sufficient for an assignment, he would 
comment upon its meaning, point out and explain unusual examples 
of style or forms of grammar, and expound in general upon the nature 
and virtues of the passage under consideration. Having received their 
assignment, the pupils would study the portion of the textbook they 
had copied, together with the instructor's comments, in order to be 
prepared to expound and explain in like manner at the next class meet- 
ing. This teaching method is described in part in the following quota- 
tion: 


s... We may picture to ourselves a group of lads seated on the floor, 
which was strewn with clean straw, their waxen tablets in their hands, and 
busily engaged in noting down the words read by the scbolasticus from 
his manuscript volume. So rarely did the pupils, in those days, gain acces 
to a book, that to read (legere) became synonymous with to teach, The 
scholars traced the words on the tablets, and afterwards, when their notes 
had been corrected by the master, transferred them to a little parchment 
volume, the treasured depository, with many, of nearly all the learning they 
managed to acquire in life. . . .' 


When textbooks became plentiful and cheap, the teacher was able to 
dispense with the unpleasant task of dictating the study materials. The 
textbook in the hands of the pupil became a book of exercises from 
which the teacher needed merely to measure out for the pupil the 
amount of work to be done before their next meeting, to explain any 
new features that would be encountered in the assignment, and then 
to set the pupil to work according to his own devices. In due time, the 
teacher was expected to call upon the pupil to “recite” his lesson. The 
recitation was a testing device to determine if the pupil was ready fo! 
a new assignment or required punishment to spur him on to greate! 
effort in mastering the old one. The familiar assign-study-recite pat 
tern of teaching is apparent even at this early stage. 

In this type of education pupil progress came to be judged in terms 
of the amount and the difficulty of the exercise undergone rather than 
in terms of the knowledge gained or the understandings acquired. The 
accepted studies were arranged by experience and tradition in a P% 
ticular sequence, for example, the familiar sequence of Latin grammah 

1 J. B. Mullinger, The Schools of Charles the Great, p. 131, G. E- Steckert * 


Company, New York, 1932. Also E. P. Cubberly, Readings im the History " 
Education, p. 102, Houghton Mifflin Company, Boston, 1920. 
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Caesar, Cicero, and Virgil. Thus, the achievement of a given pupil 
could be appraised in a moment by asking him to show the place in 
the sequence to which he had progressed. There was, apparently, no 
need for the modern elaborate system of credits and marks, for as late 
as 1734 a boy might demonstrate his eligibility for admission to Harvard 
College by appearing before the examining committee and translating 
extemporancously whatever passage from Tully? or Virgil the ex- 
aminers set before him. 

From the foregoing description, it is clear that the classical tradi- 
tion in education is based on the assumption that there is but one good 
type of education. There is only one curriculum and one method 
suitable for making the mind a proper instrument to guide man in 
his search for perfection. The accepted system of education has been 
designed to provide the maximum amount of mental exercise possible 
in the time that is available. The learning activities engaged in by the 
pupil preferably consist of the diligent study of Latin, Greck, mathe- 
matics, and other classical subjects, without reference to the ultimate 
vocational and social needs of the pupil. Long experience has demon- 
strated the most effective order in which these subjects are to be pur- 
sued. It is admitted that these studies are not intended for everyone, 
for most pupils are expected to find them uninteresting and difficult. 
Failure or lack of interest are taken as evidence that such pupils 
should be allowed to drop out of school or to transfer to a division 
that provides “training” * for a specific vocational field. Thus only the 
best minds will be left to complete their education and to emerge in 
due time as the true leaders of society. 

It follows that teaching method consists of the techniques and pro- 
cedures by which the pupils can be put through the standard sequence 
of studies with the best results obtainable. It is the teacher’s responsi- 
bility to measure out the work and to see that it is done. Two considera- 
tions guide the teacher in accomplishing that end. First, the pupil must 
do the work, otherwise he will not receive the benefits of the mental 
exercise the assignment provides; and second, failure is evidence that 
the learner lacks the mental equipment necessary to profit from further 
study. There is no room for sentiment or “soft pedagogy.” A power 
greater than the teacher has determined the place the pupil is to fill 

* Cicero, 


8 tet " 
As distinguished from “education.” 
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in life, and education can do no more than help the pupil recognize his 
predestined role and to prepare him for it. 

Contributions from the theories of Herbart. The classical tradition in edu- 
cation with its emphasis on mental discipline was not seriously chal- 
lenged until the nineteenth century. By that time, a line of educational 
reformers that includes Amos Comenius, John Locke, J. J. Rousseau, 
Henri Pestalozzi, and many others, had despaired of securing the social 
reforms they sought through the prevailing system of education which 
disregarded practical considerations. At the same time, there was a cor- 
responding shift of interest in philosophical matters that marked a 
growing concern for success in this life rather than in a life to come. 
Modern science was making a bid for recognition and a few phi- 
losophers, who had studied the methods of scientific research and their 
fruits, now suggested that truth, goodness, and beauty might be found 
through the observation of physical phenomena just as readily as 
through the processes of the mind. That is to say, knowledge gained 
through observation and experimentation is worth seeking because it 
can help man build the better world he has been seeking through the 
study of the classical subjects. There is an implication here that man 
will voluntarily live the good life if he has adequate knowledge from 
which to draw his ideas of what is good. This theory is in conflict 
with the classical doctrines which held that man will do good only 
when his mind has been properly disciplined, and that right action is 
determined without direct reference to any specific knowledge. 

The new emphasis in education upon the acquisition of knowledge, as 
opposed to the older emphasis on mental discipline, led to a number 
of interesting developments. The academy movement in America is an 
example. Through the efforts of men like Benjamin Franklin, who had 
an interest in practical affairs, a new form of secondary education wa 
introduced to provide young men—and later young women, too—with 
the practical knowledge that would enable them to make a good living 
and to find a useful occupation in the growing business community. 
When writing of the curriculum of the early academies, Monroe* 
stated that it was the natural sciences that gave these schools their 
popular appeal. Astronomy, natural philosophy, physics including new 
sections on electricity and magnetism, chemistry, and the biological 


* Paul Monroe, Founding of the Ameri i ae 
The Macmillan Company, New Ses Ao E mem UE 
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sciences were among the courses offered in this group. In addition, 
there were courses offered in bookkeeping, business law, navigation, 
surveying, the modern languages useful in foreign trade, and apparently 
in any other subjects that represented a body of knowledge useful in 
making a living and for which there was a popular demand. This new 
form of education was so well received that in the period between 
the American War for Independence and the War between the States, 
the academies nearly drove the Latin grammar schools out of existence. 
However, old habits of thought and action are as difficult to displace 
in education as in any other walk of life. The academies soon demon- 
strated a tendency to take over some of the forms and teaching methods 
of the Latin schools. It appears, for example, that the new courses in 
English and other modern languages were taught in a manner similar 
to that used in the old Latin courses. The grammar textbooks were 
little more than translations of the standard Latin grammars. The new 
science textbooks were mastered item by item and from beginning to 
end in a manner reminiscent of the mental discipline methods and there 
appeared to be little regard for the relative merit of the various items of 
subject matter. Faith in the value of committing the textbooks to 
memory continued to be expressed by both parents and teachers. It 
is difficult to judge whether this emphasis on memoriter methods was 
due to a faith in the future value of the knowledge mastered or to a 
vestigial faith in the mental development the memorizing activities 
Were thought to produce. It is well known, however, that ultimately 
Such subjects as astronomy and navigation were found in schools far 
Temoved in time and space from any opportunity to put the knowledge 
to practical use, d 
s n development in education that made possible the ipa 
qM É numbers of pupils in the elements of mo » ad 
a al and America shortly after the War for In ps ds 
E es m vancaster and Andrew Bell. These men were 2 i 4 
they va C Aa a for bringing education to the iss p o 3 : 
subject E. independently, each hit upon the idea of zi ing a 
inr in er into very small segments and of ru. t ys m 
plexity, ü à course of study in the order of their s ty an wi 
group of p might then teach the first item of Ss Vani 2 
tur, Boe who were usually older pupils. Each mo is 
ake a group of uninstructed pupils and teach them what 
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he had learned. By repeating the process with each item in the course, 
one master could instruct hundreds of pupils almost as casily as a 
dozen. 

As a mass production scheme, these monitorial systems have few more 
ingenious rivals. They dramatized the new hope in the acquisition of 
knowledge. The systems enjoyed a wide, though brief, popularity in 
America chiefly because they promised for the moment to put school- 
ing within the reach of everyone. Although this democratic hope was 
not to be realized immediately, the monitorial methods popularized 
the idea of group instruction as opposed to individual instruction, and 
paved the way for the graded schools that followed. Thayer described 
this influence as the desire “. . . to have ten little voices chirrup where 
one chirruped before.” * 

It was in this atmosphere of new hope for a better world through the 
acquisition of knowledge that John Frederick Herbart preached his 
theory of education. Instead of the mental discipline advocated by the 
classicists, Herbart’s doctrines placed major emphasis upon the de- 
velopment of moral ideas through the acquisition of knowledge. He was 
led to deny the mental discipline theory by his observation that an 
individual may employ his mental powers in markedly different ways 
in different situations. É 


Many pupils reveal a curious contrast. In their own sphere they display ? 
good memory, a lively imagination, a keen understanding; by the teacher 
they are credited with little of all these. They rule perhaps over their play- 
mates because of their superior intelligence, or possess at least the respect 
of the latter, while in their classes they show only incapacity. Such expe 
rience suggests the difficulty of making instruction take proper hold of the 
inner growth of the pupil. It is evident, at the same time, that what is cus- 
tomarily ascribed to the action of the various mental faculties takes place 
in certain groups of ideas. . . . The boy has one set of ideas for his school 
another for the family circle, still another for the playground, etc. This fact 
explains better than intentional reserve the observation that a boy is on 
being at home or at school and quite another among strangers.” 


A ay ee eue of the monitorial system, see Samuel Chester Parker; 
extbook in the History of Modern E jot _107, Ginn 
& Compan Koi oes f lementary Education, pp. 101-10 


EXTUS ; mei 
yg ee The Passing of the Recitation, p. 5, D. C. Heath and Company: 


: * John Frederick Herbart, Outline of Educational Doctrine, trans. by Alexis F. 
ange, pp. 18-19, The Macmillan Company, New York, 1904. 


THE METHODS WE USE 125 


Herbart concluded that the ideas that give direction to behavior are 
built up through sensory experiences. Thus, when a child sees a tree, the 
experience leaves a trace in his mind called a percept. Touching, tasting, 
hearing the tree in the wind, and smelling it also provide "tree" percepts 
as do subsequent experiences with this tree or with other trees. From 
these percepts there may then come a general idea that serves to direct 
the child in its future relations with trees. This general idea that gives 
direction to action is called a concept. Ideas or concepts can be derived 
either from direct sensory contacts or from the written and spoken 
word. Hence, the way to improve the individual, and through him 
society, is to provide him with an abundance of percepts, which in turn 
are to be generalized into the moral ideas needed to guide his future 
conduct along approved lines. 


Ideas spring from two main sources,—experience and social intercourse. 
Knowledge of nature—incomplete and crude—is derived from the former; 
the latter furnishes the sentiments entertained toward our fellowmen. . . . 
Hence, we have two main branches of instruction,—the historical and the 
Scientific, The former embraces not only history proper, but language study 
48 well; the latter includes, besides natural science, mathematics? 


i The above quotation makes very clear Herbart’s answer to the ques- 
ae of what to teach. His recommendations on this score were in keep- 
mg with the general trend of thought current in his day. His theory 
E Ee pupil learns, however, was a definite innovation and deserves 

Consideration because of the influence the procedures he recom- 
E have had upon subsequent practice. 
ing, p" theory of teaching grew directly from his theory of ipd 
"— ud that each sensory experience leaves a trace ipe : 
Until a ma in x. which related traces, subsequently received, ce le 
Or idea, E. of sufficient size has accumulated to form a genera ed 
the eed several specific teaching practices. In the first P id 
exposed. fo select the experiences to which the learner is i s: 
Suggested in ^n provided for this in a general way in 2 MR 
and the social E 7 quotation. Within each branch o pd 
fac] item in "ang however, It Is necessary for the teac 

er that it may be grasped clearly. Second, care must 
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mass of accumulated traces, or it will make no satisfactory contribution 
to the development of general ideas. Third, the generalization process 
must be directed to insure the emergence of the desired moral ideas. 
Finally, ic must be assured through practice that the idea developed 
through instruction will be applied in the learner’s everyday affairs. 

From these considerations, Herbart developed his well-known steps 
in teaching. His four-step pattern, namely: (a) clearness, (D) associa- 
tion, (c) system, and (d) method, has undergone some modification in 
the hands of his followers, but its essential features still stand. Perhaps 
the best known modification is the five-step pattern’ outlined by Bagley 
as follows: 


Firstostep sacr. ei Preparation 
Sub stepi aeaea Statement of aim 
Second step ....... Presentation 
Eisd step Meee ei Comparison and abstraction 
Fourth step ....... Generalization 
Piste steps oos Application 


Space does not permit a detailed account of how this pattern should 
be used in the classroom, In general, however, the preparation step is 
intended to make the learner aware of the information he had previously 
acquired and which is related to the new material about to be taught. 
When every pupil in the class is attentive to the subject under considera- 
tion, the new fact or process is presented, or taught, by the teacher. This 
constitutes the presentation step. In the third phase, the information 
newly acquired is compared with the old body of knowledge; similari- 
ties and differences are pointed out, and the various relationships are 
noted. All this is in preparation for the fourth step, the formulation of 
a generalization or general idea. This must take into account all the old 
information as well as the new item or items presented in the second 
step. ‘The generalization thus formed is now ready to be applied to a 
variety of situations in the fifth step. After a few preliminary applica- 
tions made in class under the watchful eye of the teacher, an oul-0™ 
class assignment—frequently some form of homework—is made to pro" 
vide additional practice. 


Strictly speaking, the above pattern is intended only for teaching 
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ideas inductively. In addition to this inductive method, Herbart also 
suggested a pattern of procedures for teaching ideas deductively, or 
preformed. The inductive pattern, however, seems to have received 
more favorable attention and is the better known of the two. In fact, 
some teacher training institutions became so enthusiastic about the new 
method that they seem to have directed a major share of their efforts to 
the task of winning their students to the use of this method to the 
exclusion of all others. These institutions provided practice in the 
preparation of detailed daily lesson plans, each one of which ran through 
every one of the five steps. Learning was identified with the activities 
of the teacher, and pupil failure was therefore interpreted as an indica- 
tion of faulty teaching. The importance attached to these techniques 
led to the employment of master teachers to supervise the less skillful 
in the use of the proper procedures. This system of supervision, to- 
gether with the emphasis in the normal schools on a single pattern of 
teaching, soon gave teaching a uniformity of practice and rigidity 
of form that is apparent in many places even to this day. 

Although the Herbartian movement was directed against the memo- 
titer methods then prevalent in the schools, it helped to perpetuate 
teaching based on daily assignments and group instruction which since 
have become such prominent features of the recitation method. Further- 
Hore, it strengthened the prevailing respect for the textbook as the un- 
failing authority and source of knowledge. Although new textbooks 
Were prepared for the new content courses, the systematic organization 
of knowledge which the textbooks in history and the natural sciences 
Presented, appealed to teachers as material to be mastered bit by bit. 
Although McMurry states that, “In recent years a better class of 
il has required pupils to memorize only the substance ot the 

8^& neglecting the form of expression in the book, the 
ee the textbook continued, nevertheless, to be for the pupils 
an for the teacher, the major objective of their daily activities. 
pe little evidence that the formal Herbartian pattern ore 
TM ey a ie by teachers on the secondary-schoo 2 ; ja 
vid Popularity on the elementary level and the prominenc 
in the professional literature nevertheless exerted considerable 
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pressure in bringing about some modifications of the classical influence 
in the upper schools. Among other things, there was an increased 
emphasis on the content of the lessons assigned, which was in keeping 
with the newer value placed on knowledge. Second, the importance of 
sound instructional procedures was recognized and ultimately this led 
to better planning and consequently to better teaching. There was also 

a marked tendency to identify learning with what the teacher did, 
particularly during the recitation period. Thus the importance of re- 
viewing materials previously learned, of the form of the questions asked, 
and of the nature of the assignments made gained new significance in 
the eyes of the teachers. Lesson planning became an accepted teacher 
activity, and each day's work in a given course came to be looked upon 
as a discrete segment of subject matter which called for a separate 
teaching plan. 

Contributions from the scientific movement in education. The third great 
influence in the development of the daily-assignment method has been 
the rise of what may here be called scientific psychology as d istinguished 
from the earlier speculation psychologies. The success of scientific re- 
search on other areas had stimulated certain individuals to look for 
quantitative data, which could be verified objectively, in the study of 
human behavior including mental activity. 

í One of the men most prominent in this scientific movement in educa- 
tional psychology is E. L. Thorndike. He did not, as did some others, 
make a sharp break at the outset with the educational aims of the 
Herbartians, but devoted himself to determining by experimental 
methods the means by which those aims might be more quickly and 
effectively realized. As a result of his investigation, he soon came to 
reject the Herbartian description of the learning process. His own 
conclusions on the subject indicate that “the basis of a mind’s action; 
the starting point of intellect, feeling, and conduct,—is thus its equip- 
ak of instincts and capacities, its native or unlearned tendencies.” ” 
E ome ad 
native reflexes, is rather a but a ata E. E oes s to 

; i 5 X > ponses 
stimuli of which the infant is capable. By a process of substituting 0n 
type of neural connection for another, these native patterns are gradu- 
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ally modified until the complex behavior of the educated adult is 
produced. 

Learning—that is the modification of the native reflexes—occurs 
whenever the response given to a stimulus no longer produces a satis- 
factory adjustment. Hence, the stimulus will persist, and the learner 
will try at random other responses of which he is capable until a satis- 
factory adjustment is achieved. Under repeated presentations of the 
stimulus, all unsuccessful responses will tend to drop out until finally 
none but the successful response remains. When this occurs, a new 
neural connection will have been established so that when the stimulus 
is presented in the future only the successful response will be given, 
that is, learning will have occurred. 

In describing the nature of the teaching process based on this theory 
of learning, Thorndike states: 


The work of teaching is to produce and to prevent changes in human 
beings; to preserve and increase the desirable qualities of body, intellect, 
and character; and to get rid of the undesirable. To thus control human 
nature, the teacher needs to know it. To change what is into what ought 
to be, we need to know the law by which the changes occur." 


This means simply that the teacher's work is to present or to withhold 
stimuli in such a way as to produce desirable responses or to prevent 
undesirable ones from occurring. In elaborating upon the teaching 
process, Thorndike stated that learning can be managed or directed on 
the basis of the following three principles: 


x l Some activity is essential before learning can be directed. Hence, the 
Individual to be taught, if he is not already an active, responding organism, 
Must be stimulated to such activity. 

2. The teacher must arrange the instructional situation so that the indi- 
vidual undergoing training is likely to make the right response. 

3. The teacher must arrange the situation so that when undesirable re- 
Sponses are given, dissatisfaction will result for the learner, and when the 
Tight response is made, satisfaction will result for the learner.” 


It is evident that the teacher occupies the position of central im- 
0 Ps : ; : 
Portance in this teaching process no less than in the Herbartian and the 
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disciplinary procedures previously discussed. It is the teacher who 
must select and arrange the stimuli that are to initiate and control the 
learning activities of the pupils. Furthermore, he must be ready to 
reward or to punish whatever responses the stimuli induce. It is the 
teacher who sets the stage and controls the direction of the learning 
outcomes. Hence, the teaching process begins with the selection of the 
particular outcomes desired and the most promising combination of 
environmental factors, or teaching techniques, for producing them. 
Carefully controlled experiments have thrown considerable light on 
the relative merits of a large range of techniques, devices, and pro- 
cedures. 

The data produced by the scientific movement in education did not, 
in its early stages, call for a break with the Herbartians on the question 
of what is to be taught. The textbooks developed by the Herbartians 
for transmitting useful knowledge continued to be viewed with favor 
and to occupy the dominant position in the list of study materials used 


in the schools. As late as 1926, one prominent writer associated with 
the scientific movement stated: 


Textbooks may be employed in such a variety of ways that a complete 
discussion of the technique of using the textbook would involve a discus- 
sion of almost all the various methods of teaching, assignments, class dis- 


cussions, reviews, and, in fact, little short of a complete discussion of teach- 
ing methods.'* 


The efforts of the research workers were confined, for the most part, 
to seeking new ways to teach the old content. Carefully controlled ex- 
periments were made to learn what kind of procedures would enable the 
largest number of pupils to learn to spell correctly a given list of words 
or to master the largest number of facts about a given subject in the 
shortest possible period of time. Through similar inquiries, data were 
gathered to guide teachers in breaking down subject matter and 
complicated skills and processes into segments or steps best suited to 
easy mastery. Their arrangement into levels of progressively greater 
difficulty was also determined experimentally, as were the conditions 
under which each item should be presented to reduce the obstacles to 
learning most frequently encountered. It was discovered, for example; 


18 Harl R. Douglass, Modern Methods in High School Teachi: 12, Hough- 
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that learning takes place more readily if the pupil is required to focus 
his attention upon only one new item at a time and if the attention 
span is short. This conclusion also served to reenforce the prevail- 
ing practice of planning instruction on the basis of the activities that 
might engage the attention of the pupil with profit for one class period 
per day. 

It follows logically that the daily planning of his activities is one of 
the most important aspects of the teacher's work. The planning must 
begin with the selection of the aim or objective for the day inasmuch 
as the aim determines the kind of activities that will be employed to 
achieve it. Three types of outcomes are recognized. They are“. . . the 
imparting of information, as in teaching the structure of living organ- 
ism; the development of some interest or attitude, as the appreciation of 
abit of literature or music; (and) the development of some skill, as in 
typewriting.” ° Fach type calls for its own pattern of teaching tech- 
niques and devices. Without reference to type, however, all daily plan- 
nung must provide for (a) acquainting the pupil with the aim to be 
achieved, (b) a learning activity or activities that will engage the 
Pupil's efforts until mastery is achieved, and (c) appraising the degree 
of mastery achieved as a basis for planning the next teaching situation. 
These three provisions fall readily within the already familiar teaching 
p Which consists of an assignment, a study period, and a recita- 

on, 

The major emphasis in teacher planning is on the recitation. The im- 


Portance of the recitation in the daily plan is indicated in the following 
quotation: J 


Er : 
Te m Plan should first of all consider the ground to be covered in the 
citati : ; 
th E period. This naturally falls into three parts,-namely, the review, 
e d 
advance, and the assignment. 


A » evidence here of a recitation pattern that lends itself sae 
M repetition from day to day. Thus the pattern of the daily- 
tmly E. memod seems, if anything, to have become o more 
Of the EU in secondary-school practice through the influence 

Y scientific investigations in education. Admittedly, however, 
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the procedures were richly augmented by the new practices and devices 
discovered through the efforts of hundreds of research workers. 


THE NATURE OF TEACHING BASED ON DAILY ASSIGNMENTS 


Whether or not one is in sympathy with the kind of teaching that 
is based on daily assignments, there is sound logic in the reasoning 
underlying such procedures. If a school is convinced that it has a specific 
body of facts, ideas, habits, skills, and attitudes which represent the 
very best of all that is known by mankind, then that school will look 
with favor upon any teaching method that promises to transmit that 
body of subject matter to each pupil in the shortest time possible. For 
many years schools have regarded their curricula in exactly that exalted 
light. Their need for a mass production teaching method has stimulated 
the development of the now familiar pattern based on the daily assign- 
ment and its seemingly inseparable companion, the recitation. 

The basic pattern. Given a specific content to be taught, there is good 
reason, supported by experience, for breaking up that content into 
small segments to facilitate mastery. The size of the segment is gov- 
erned by the amount of subject matter the pupil can master between 
the time the assignment is made and the time he is called upon to 
recite what he has studied. The effectiveness of the daily assignment as 
the determining factor in controlling the size of the segments of subject 
matter has been accepted by many teachers on the basis of their own 
experiences. Furthermore, it is highly probable that one segment ina 
given subject-matter area is similar in nature to the others and that a 
method that is effective in teaching one will be equally effective in 
the case of the others. The daily repetition of the assign-study-recite 
pattern of teaching, therefore, has the argument of consistency on 
its side. 

If one grants the assumption that the school must teach a specific con- 
tent, there is also good reason for assigning the teacher responsibility 
for setting up and controlling the learning situation. The teacher be- 
comes, in effect, the custodian of the storehouse of knowledge and is, 
therefore, responsible for preserving the cultural heritage as well as for 
Supervising: its use. Learning results from activities engaged in by the 
teacher, and it is entirely proper that he should be the center of action 
in any learning situation. 


It follows with equal logic that the content of learning is of equal 
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value to all, that is, whatever is regarded as indispensable for one 
pupil is also indispensable for the others. Where the demand for educa- 
tion is so great that pupils must be taught in groups, it follows that all 
members of the group may be held responsible for identical achieve- 
ments in a given period of time. That some will apply themselves more 
diligently than others and for that reason will profit more from the 
time spent in study is to be expected. The school must, therefore, prod 
along the laggards for their own good. 

Some modern modifications. The basic assign-study-recite pattern de- 
veloped by the classicists and modified by the Herbartians and the 
scientific psychologists has undergone some further revision at the 
hands of the scientific educators. One innovation is the departmentaliza- 
tion of instruction. On the theory that each subject-matter area pre- 
sents unique obstacles to learning, it is thought that a given teacher can 
learn to deal effectively with the problems of teaching met in one or 
two subjects but not in all subjects. Hence, the practice of assigning a 
Sven teacher responsibility for only one or two subjects has been 
introduced widely. The platoon system, which was popular a few 
Years ago, was an extension of the departmentalization idea. 

A second innovation is that of homogeneous grouping. This is an 
administrative device invented to make assignments fit the abilities of 
Pupils. The need for a device of this nature was made apparent by 
the differences in the backgrounds and abilities of pupils in a given 
Class or grade which soon came to the attention of the research workers. 
The difficulties presented by these differences, when pupils were ex- 
En identical mastery of their sane 
erences, Test group pupils in a manner that wou perenne aie 
their NM S were developed to determine pupi ac Ms WE 
Ia € rate of learning in advance of teaching. On ps imus 
learnin ata, teaching groups were formed in which the z is en 
sible ced by the pupils were made as nearly An as s 
Composed | AME ees pupils might find € wi > : dur 
Mately Bis gely of twelve-year-olds because all of v eut ds 
Eo in ame level of mastery. When segregated in t * m qM 

iy as; Eros algebra might demonstrate an er d pee at 
entire MIN of such a length that they could rea y a pine 

Semesters to in I semester. Another group, however, mig! : dd t 
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desirable to promote pupils at the end of every half year. Thus 
homogeneous grouping and midyear promotions made it possible to 
reduce the range of individual differences present in a given class. 

Schools have also assumed a larger measure of responsibility for 
supervising the pupil’s study activity. There is evidence to show that 
in many instances failure to master subject matter is due to ineffective 
study habits. Pupils left to their own devices, in the traditional man- 
ner, simply do not happen to develop good study techniques. This fact, 
together with the change in the home conditions of the modern 
secondary-school population, have forced the schools to provide study 
facilities in school and under school supervision. A common device 
used is to provide study periods in the pupil’s daily program. Less fre- 
quently, special rooms are provided and supervised by teachers who 
are trained in the development of good study techniques. In other 
cases, special study guides are provided by the subject-matter teacher 
as part of the assignment. Less frequently, the recitation period has 
been lengthened in order that the teacher may use part of the period to 
guide the attack the pupils are to make on the assignment that has been 
given. 

There are innovations, too, affecting the recitation phase of the daily- 
assignment pattern, Improved forms of checking on the pupils through 
questions have been developed. The shift from fact questions to 
thought questions is indicative of this modern trend. Also, better drill 
techniques have been developed and audio-visual aids have come to 0C 
cupy an important place among the recitation activities. ‘Teachers are 
showing a tendency to withdraw into the background as the pupils as- 
sume a larger share of responsibility for both planning and conducting 
their learning activities. Finally, the appraisal of pupil progress, formerly 
a major purpose of the “recitation,” is being relegated to the position of 
a special function. Its nature in relation to the daily-assignment pro- 
cedures will be given special treatment in Chap. 8. 


SUMMARY 
Teaching procedures based upon the daily assignment were devel- 
oped, in the main, as a result of three major movements in education. 
The first movement, known as the classical tradition, sought to develop 
the mind as a tool to aid man in his search for the good life. This de- 
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velopment was to be achieved by means of the mental exercise afforded 
by the study of a list of subjects made up chiefly of languages and 
mathematics. The teacher prescribed amounts of study materials for the 
learner in quantities commensurate with his ability. These the learner 
mastered as best he could against the time when he would be called 
upon to recite what he had learned. 

The second movement sought to educate by transmitting to the 
learner the knowledge which, it was thought, would lead to right ac- 
tion, A nineteenth-century philosopher and educator, John Frederick 
Herbart, devised procedures by means of which he thought the trans- 
mission operation might best be accomplished. In the hands of some of 
his followers in America, this procedure was developed into a formal, 
five-step teaching pattern by means of which segments of subject mat- 
ter, each one small enough to be mastered in one lesson, were intro- 
duced into the mind of the learner. This pattern was repeated day after 
day until the prescribed body of knowledge had been acquired by the 
learner, f li 

The third influence came from the scientific movement in psychology 
and education, On the theory that learning consists of establishing new 
Neural pathways in the central nervous system, teaching became a 
process of presenting selected sensory stimuli and of controlling the 
Tsponses to be fixed by means of rewards and punishment. This pro- 
cedure also called for the subdivision of curricular materials into small 
"igments, only one of which would occupy the learner's attention at a 
given time, The necessity of drilling what had previously been learned, 
5 el of retention; the need to set the stage for the Ein ES 
BiU the E need for a technique for establishing the bi gr = 
Qs b. evelopment of a pattern of teaching that was frequ y 

and again. 
i MM Pe movements there has emerged a pattern Ps T 
B unl " E basic steps—the assignment, the study en jue $ 
tiod in m aS pattern has been fitted into the oat a iem 
many dim Way that its repetition each day is an iss pr aoe 

ave been m "d Schools today. The adaptations and re piss * 
the min Ao in this pattern in recent years have been ge E: 4 a 

ree Pista P improving the devices used in one or anot one 
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"motivated"; the study activities of pupils may be "supervised"; and 
the recitation may be featured by the "thought" question and by vari- 
ous forms of “socialized” techniques. 
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Chapter 7. THE DAILY-ASSIGNMENT 
METHOD IN ACTION 


À modern critic has referred to teaching based on the daily assign- 
ment and its familiar corollary, the recitation, as a type of instruction 
"Which was characterized by assignments in daily installments, identi- 
cal demands upon all pupils, identification of ground covered with 
genuine learning, and docility and passivity in reproducing for the 
teacher the information contained ‘in the book.’ ” * Out of consideration 
for the Many conscientious teachers who use what is known as “the 
ettation method” with good results today, it must be added that 
Thayer was referring specifically to the teaching of one hundred years 
80. Furthermore, if one assumes that education is undertaken to de- 
Velop the powers or facilities of the mind, it is only reasonable to look 
= learning materials as a series of mental gymnastics through which 

© tamer must progress exercise by exercise. Or if education is re- 
| i 9 acquisition of a particular body of facts and skills pr 

e E D. Successful living, then textbooks and courses of study Er 
Cilitate bs - Sange those materials in clearly defined series to hs 
" a ee! ina systematic and efficient manner, Wem y 
tion, namel Se Either view leads quite logically toa secon! €: i P 
titiculom cad. the educational needs of all pupils are served by 

Dieser " a Fe that are identical for all. Kon 
Matter Eus e aily-assignment method is used, the Wu. D ui 
order of the ib that constitute the curriculum are ee ing 
simple to E. 5 culty of the component parts, ue ing uut 
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er until they have achieved to the limits of their abi 
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ity. The attack upon the subject matter is by groups of pupils rather 
than by individuals, and for that reason learning is frequently competi- 
tive with the rewards going to the most able. Learning is an individual 
matter only in the sense that the progress of a given pupil is measured 
in terms of the ground he personally has covered. 

Characteristics of the daily-assignment method. The familiar assign- 
study-recite pattern followed by those who seek to educate by lead- 
ing the pupil through a specific body of subject matter, whether it 
consists of exercise materials or of scientific facts, lends certain distinc- 
tive characteristics to the teaching process. For example, there is a 
tendency for the teaching pattern to be repeated in its entirety from 
class mecting to class meeting. This usually means that the pattern 5 
repeated each day, on the secondary-school level, even though it is 
begun on one day and concluded on the next. The work for each day 
in each subject is started by a teacher-made assignment, followed by a 
period of independent work by the pupils, and concluded with some 
form of recitation of the lesson assigned. 1 

A second characteristic is observed in the school's preoccupation 
with subject matter rather than with the well-being and contentment 
of the pupils. This does not mean that the teachers are inhuman but 
rather that teaching success is measured by the speed and thorough- 
ness with which the pupils cover the ground designated for them. 
Courses of study, textbooks, achievement tests, and other devices ate 
prepared and used on the assumption that all pupils are to master the 
same body of subject matter, A group of pupils which has progressed to 
a given point in the curriculum will be expected to move on to the 
next item of subject matter as a group and not as individuals each with 
a different need. 

Finally, the learning activities associated with the daily assignment 
center rather closely around the person of the teacher. The teacher 55 
regarded as the custodian of the cultural heritage. It is he who is 1€ 
sponsible for measuring out the new lesson and seeing to it that each 
pupil does the work. He is in charge of the learning situation and 1 
responsible for setting up conditions that will insure the best pupil 
progress. 

1 Good teaching, as judged by the above considerations, will of neces- 
sity be organized around the three major parts of the daily-assignment 
method. That is, teaching consists of planning and making the assign 
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ment, providing suitable conditions for study, and conducting the reci- 
tation in such a way that a reliable estimate of the progress made by 
the group may be secured. The three parts of this basic pattern are 
considered separately in the discussion that follows. 


THE ASSIGNMENT 


Planning the assignment. Inasmuch as daily-assignment procedures are 
used to help the learner cover a definite body of subject matter, the 
planning of instruction must begin with the curricula, courses of study, 
and textbooks that point out the materials to be studied. If teachers 
Were free to take up whatever subject matter has greatest appeal at 
the moment, the educative process might lack unity. If the educational 
effort is to yield maximum returns to the pupil and to society, the work 
of all the teachers with whom a given pupil has contact must be co- 
ordinated. A particular lesson is merely a small part of the total edu- 
cational effort made in behalf of a given pupil, and the teacher must 
approach the task of planning the assignment properly oriented to the 
larger school program. This orientation is achieved, in part, by means 
of curricula, which list the subjects that contribute to the achieve- 
Ment of a particular educational or vocational objective; courses of 
study, which list the items of subject matter to be taken up in each of 
the several subjects in a curriculum; and basic textbooks which contain 
the study materials with which the pupils are to deal. 

In large school systems, the classroom teacher normally plays a 
por role in planning the curriculum, the courses of study, or in 
Selecting the textbooks to be used. Specially appointed curriculum com- 
mitees generally are assigned these functions. The committees may 
ee under the supervision of the superintendent or of a cur- 
a employed by the school system on either a ana 
E un wd basis. In a few states, New York for example, ers 

um P of study are planned for state-wide use. d = A E 
proved Eos specify the textbooks that are to : use p 

bis bia Ject. California provides both course outlines kor 
ever, (la provisions for local autonomy. Many ae 

liso: Eo edat matters in the hands of the county or ic p 
tangible ^ ber smaller schools the teacher may pee Es ca seek 
Sor, n guide his planning than the textbooks used by his p à 

Such cases, the textbook is the course of study, and the pupils 
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will be expected to "cover the book" unless the teacher can justify 
desired omissions or additions in the eyes of the school authorities, the 
parents, and the pupils. 

A teacher may expect a limited degree of freedom from the pre- 
scribed course outlines or textbooks in almost every school. The 
amount of deviation permitted will depend upon the attitude of the 
school authorities and the confidence the teacher has inspired through 
the exercise of good judgment in the past. The inclination to disregard 
curricular restrictions, which may tempt new teachers rather strongly, 
should be tempered by the consideration that the activities of a given 
teacher represent a definite part of a larger coordinated effort. Failure 
on the part of any one teacher to cover the ground that has been as- 
signed to him may work hardships on the pupils and the other teachers 
for as long as that class remains in school. 

Planning the Work for tbe Year. Planning by the classroom teacher, 
then, begins with the course of study or the textbook that designates 
the subject matter to be covered in the course. In the interest of ef- 
ficiency, the materials should be divided in such a way that the work 
will be distributed evenly over the semester or the year. If a basic text- 
book is to be used in a rather mechanical fashion, the distribution may 
be made by counting the number of pages in the textbook and divid- 
ing by the number of class meetings. In the 36-week school year, there 
are, theoretically, 180 class periods provided for a given subject. The 
experienced teacher knows, however, that from 10 to 20 will be Jost 
due to examinations, holidays, and a variety of other causes, and these 
will reduce the total number of class meetings accordingly. By 2 process 
of simple division it is seen that a class can be expected to procee 
through an 800-page textbook at the rate of from four to siX page 
per lesson. It does not follow that this number of pages must bests 
signed for each lesson, but assignments that include less than this daily 
sae of "inis nb be compensated for by assignments that include 

re pages, if the average i: intai ours, 
other forms of teaching dem T eee D -— 
textbook learning. "Teachers who em i i heless, con- 
sider the year’s work as a whol ae il ro- 
vide for complete covera; iria ju AS ori 

Emp. ge and a uniform pace. 
The topics in English composition recommended in the New Hamp- 
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shire Program of Studies for grade 9 illustrate what is covered in a 
course of study. That list of topics includes: 


1, Sentence work. 
Continued war on sentence fragments and the comma fault. Practice in 
joining short sentences into well-built longer ones. Accurate use of 
connectives. 

2, Personal experiences, incidents, and anecdotes. 
Autobiographies. 

3. Simple explanations. 

4. Letter writing. 
à. Requests and excuses connected with school life. 
b. Explaining mistakes or difficulties in a business transaction, 

5. Precise writing, based on simple expository paragraphs. 

6. Paragraph themes, developing the conception of the paragraph as a 
structural unit. War on the babyish sentence paragraph. 

7. Simple outlining. 

8 Practice in writing simple, personal book reviews, considering the 
dass as the audience. 

9 Creative work. 
4. Guided attempts at verse writing for abler pupils. 
b. Contributions to a school or class publication.’ 


The ninth-grade English teacher in New Hampshire must decide at 
At beginning of the school year which of the above topics is to be 
Studied first and the probable order in which the others will be taken 
up. A tentative time schedule should be formulated that provides not 
only for each topic, but also for examinations, tests, field trips, enrich- 
ae special activities, and any other matters that are to be in- 
EE in the course. Laying out the year’s work can be done with the 
| a school calendar, a copy of which usually can be oe 
Year, © principal or superintendent before the beginning of the schoo 
ee Lesson Plan. In laying out the work, the teacher d 
in each k d plan the topic to be covered or the objective to be ve Ys 
the fo Class meeting for the entire year. However, few teachers hav 

Fütude to plan so long in advance, and it is the accepted practice to 
pow e Public Schools of New 


Program of Studies R nded for tb 
am ; udies Recommenae £ 
NH ied Grades VII to XII, Part Il, p. 110, State Board of Education, Concord, 
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lay out the details of the daily assignments for only 1 or 2 weeks in 
advance. 

Each assignment should be clearly defined if the teaching is to be 
effective. That is, the teacher must first decide what objective is to 
be reached on a given day, and then select the activities that are most 
likely to bring success. Hence, the plan for each day should begin with 
the statement of a major problem or aim of the lesson. Statements typi- 
cal of such an aim or problem are: “To develop the idea of equality 
before the law,” “To learn to bisect an angle,” or “How do catalytic 
agents work.” Next, the plan should list the activities of the teacher to 
be engaged in to secure the desired outcome. Under the heading of 
teacher activities may be included a very brief description of a demon- 
stration to be made or an outline of related information to be given. 
A few questions may also be included which can be asked if needed to 
stimulate discussion or interest. Finally, there should be a list of pupil 
activities. Under pupil activities may be listed the reading to be done, 
the investigations to be made, the problems to be worked, or other 
activities that will help the pupil achieve the objective set up for 
him. : 

A skeleton plan is sufficient when laying out the daily assignments for 
several weeks in advance. Two skeleton plans are given below. The 
more detailed teaching plans can then be developed from these. 
Pran 1 


Major Problem: How may heat be transferred? 


Teacber Activity: Do the experiment on page 242, making sure that the 
terms "conduction," "convection," and “radiation” are understood. 
Discuss good and poor insulators, 

Pupil Activity: Read pages 240-246. List examples of various kinds of 


heat transfer. Which is most common? Make a list of conductors and 
classify them as either good or bad. 
Pran 2 


Major Problem: How are fires extinguished? 


Teacher Activity: Stress the fact that fires are put out by either lowering 
the kindling temperature or by removing the supply of oxygen. Take 
the extinguisher from the hall and take it apart for the class. Allow 
some sulphuric acid to react on some baking soda. If you decide t° 


make a model extinguisher, be sure that you have an apron and that 
you point the nozzle away from the pupils, 
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Pupil Activity: Read pages 269-276. Study the picture on page 273 and 

list the fire hazards. Find out what fire hazards exist in your town. 

List several types of fires and the methods used to fight them. What 
equipment does a modern fire truck carry? * 


The teaching plans which are developed from these skeleton outlines 
need not be elaborate if the teacher has had ample experience and is 
thoroughly acquainted with the subject matter. Student teachers and 
other individuals, with limited experience, of course, need to plan in 
greater detail. For them, the daily plan should outline procedures for 
reviewing the previous work, motivating the class for the new work, 
making the assignment, conducting the recitation including key ques- 
tions to be asked and important points to be discussed, the testing to be 
done, as well as the time budget to be followed if each activity is to 
receive the attention it deserves. Help in preparing the detailed teach- 
ing plans is usually given in special methods courses and in connection 
with the supervised teaching experience. For that reason, this aspect of 
planning needs no lengthy discussion here. One may say, however, 
that adequate preparation will prevent the embarrassing pauses that 
sometimes occur when the inexperienced teacher frantically searches 
for something to say. Secondary-school pupils are quick to seize upon 
these pauses not only to cover up their own embarrassment, but also 
to introduce some interesting distractions to relieve the boredom of a 
slow-moving recitation. 

Making the assignment. A well-made assignment is one in which ade- 
quate attention has been given to three points. First, each pupil must 
d exactly what he is expected to accomplish. Second, he must 
da E aa reason for doing the work, that is he Ros eum 
bu oh E the assignment as a justifiable one in his sie > ES 
ou Wi, ow to go about doing the job that = | ee & po 
Bor Pr d assignments are made every day 2 irai i 
inion to l, these three requirements, it is reasona e to as 

hem will result in more efficient learning. 
are oo the assignment, the des are told dee it ie 
Duis th, to do to accomplish the day's objective. Too freq D 
assignment has consisted merely of a statement that the 

3 

ha * plan outlines were prepared by Stanley Sprague, Rockville High School, 


P: 19, Uni Conn., and are available in Curriculum Laboratory Studies, Bulletin 15, 
Iversity of Connecticut, Storrs, Conn., May, 1942. 
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new lesson will cover the next four or six pages in the textbook and 
that the pupil will be held responsible for the mastery of every fact 
contained within those pages. Good teachers, however, have come to 
think of learning as something broader than mere textbook memoriz- 
ing. Such teachers direct the attention of the students to special topics 
for investigation, opportunities for making practical use of the subject 
matter that is being studied, and other activities selected to develop not 
merely an encyclopedic knowledge but rather an understanding of the 
over-all objectives of the course. They recognize pupil interest as an 
important factor in learning. Inasmuch as interests grow out of the ex- 
periences of the learner, good teachers try to relate the lesson at hand 
to the background of the pupils. The process by which teachers 
attempt to create pupil interest in the subject matter is called 
"motivation." 

To motivate the class to do the assignment, the teacher may choose 
to point out its relationship to an interest or concern the pupils may 
have expressed in the past. If so, it is desirable to make this relationship 
as immediate and direct as possible. If no direct connection can be es- 
tablished between the subject matter and the natural interest of the 
pupils, teachers sometimes resort to less desirable methods of getting 
them to do the work. Competition for grades, prizes for good per- 
formance, sarcasm, extra assignments are forms of reward and punish- 
ment used for this type of motivation. 

When the class as a whole has accepted the teacher’s objective as 4 
necessary one, the pupils are ready to be told how that objective may 
o reached. Usually the teacher will indicate special topics to be in- 
vestigated, problems to be solved, questions to be answered, pages t ead, 
and supplementary activities to be undertaken before the next class 
meeting. When necessary, the pupils should be told how to secure the 
information they will need, where it is located, and how to organize 
their findings so the information secured will be available to the class 
at the next meeting, 

The importance of the assignment has led to long and bitter debates 
over the question of when it should be made. One group of teachers 
has. argued that the assignment is the most important activity in the 
TENTENE e and for that reason it must be unhurried. It 

; , refore, before the recitation activities covering 
the assignment made on the preceding day are begun. Others argue 
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with equal logic that the new assignment should be built upon the work 
that the class has done with the previous assignment. It is claimed that 
the teacher. cannot determine what the class has done with any accu- 
racy until the end of the recitation. For that reason the assignment 
should be made at the end of the hour, when it is possible to direct the 
study of the pupils along the particular lines that require additional 
attention as revealed in the recitation. Obviously, both groups have 
good reasons to su pport their points of view. It seems reasonable, there- 
fore, to suggest that the teacher must use his own judgment and make 
the assignment at a time that seems most opportune in view of the 
progress of the class and the particular subject matter to be dealt with. 
When the assignment is left until the end of the hour, it is apparent that 
the teacher must take extra precautions to insure that interesting class 
discussions do not infringe upon the time that has been budgeted for the 
assignment, 


THE STUDY PERIOD 

The study phase of the daily-assignment pattern is closely related to 
the assignment, for it is in this stage that the pupil attempts to perform 
the tasks that the teacher has set for him. Study activities fall into two 
eases In one group are the activities of pupils who received little in 
m Way of direction in meeting the assignment. When teachers limit 
he directions they give the pupils to indicating which problems must 
: Worked, what lines must be translated, or the kind of composition 
that mast be prepared before the next recitation, pupils are left to their 
i a to achieve the desired results. Their ingenuity in ps 
ave i ^N parents has been well publicized in the comic strips. n : 
ate su: 'scovered the advantages of cooperating on assignment i 
Pupils EUM to be done individually. It is a common practice 
tiong es answers, to copy compositions, and to write ink j 
ously are een the lines of the language textbooks. T! hese od o us 
Vill em i the most profitable forms of study activities, ut Sos 

n el Oy them as long as the teaching method consists mere dm 

€ next. i. tasks and the subsequent checking upon the answers gt 
E n to overcome undesirable features that aed in 
give "es study, several procedures have been develope 

Steater assistance to the students. It was found, for example, that 
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many students are unable to pick out of an assignment the items that 
are important. This is true chiefly because they have no adequate over- 
view or perspective that enables them to judge what is important in- 
formation and what is insignificant. Thus, their only recourse is to 
treat each item of subject matter as though it were as important as 
any other and to try to memorize all items. To avoid this unnecessary 
waste of effort, teachers employing the daily-assignment method have 
found it desirable to list key topics or questions while making the as- 
signments. The pupil can then direct his efforts to mastering the sig- 
nificant items with relatively little attention to the less important ones 
When teachers attempt to direct the study activity of pupils, the term 
“supervised study" is applied to their procedures. 

Pupils need a place to study. Two aspects of supervised study merit 
special attention. The first involves the responsibility of the school in 
providing the pupils with an opportunity to study. In the early his- 
tory of American secondary education when the pupils came almost ex- 
clusively from homes where intellectual pursuits were an important part 
of the home activities, the school could ignore with reasonable suc- 
cess the study phase of the learning process. This can no longer be 
done, for the high-school population now includes pupils who come 
from homes where the parents are not in sympathy with the program 
of formal education, or who provide no physical ‘environment within 
which study activities can be carried on with success. With the in- 
crease in the school enrollments, teachers have found it necessary to give 
greater attention to providing an opportunity for study at school. The 
problem is twofold, for it consists of finding time for study within à 
limited and crowded schedule as well as a place for study in an over- 
crowded building. The problem is not a simple one, for although the 
conventional schedule provides from two to four study periods in the 
pupil's daily program, school buildings have not been planned to pro- 
yide suitable places where the pupils may spend these periods. This 
fact is demonstrated by the number of instances in which pupils must 
a ees ei ation is in progress, or in an audi- 

? igned for listening and not for reading. 

One solution that is gaining in popularity is to increase the length 
VULTUS P oli 
dE Se pesousem the school day. While this reduces " 

study periods in the pupil's program, it does provide hin 
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with study time during each period of the day. Teachers are expected 
to use the extra time, not in longer recitations, but rather in helping 
the pupil prepare the new assignments. This arrangement has the ad- 
vantage of enabling the pupil to go to work upon the new assignment 
while the directions given by the teacher are fresh in his mind. Further- 
more, the teacher is present to give any additional help that is needed 
at the time it is needed. The teacher can also provide in the classroom 
a variety of study aids that would not be available to the pupil if he 
were compelled to make his preparation in the auditorium, in another 
classroom, or at home. Under this arrangement, it is necessary and pos- 
sible for every pupil to make some preparation for each recitation. 
That obviously has not been true whenever pupils have been allowed 
to make their preparations in the study halls or outside school hours. 
The most serious weakness in this plan over other procedures is 
the inclination of teachers to use too large a part of the period for the 
recitation, Teachers, who for many years have spent the entire class 
Period in questioning their pupils on the subject matter of the previous 
assignment, frequently find considerable difficulty in convincing them- 
selves that they are teaching when any other'form of activity, includ- 
ng study, is taking place in their classroom. 
Pupils need training in how to study. A second aspect of supervised 
ES E the training that is given pupils in how to study. Numerous 
studies have been conducted in recent years that demonstrate 
mand question the benefit this type of help can be to the Pup In 
doing E conducted on the college level, two san of ve oe 
CON work, were matched to see what effects would resu t ae 
von om in study techniques. Before the pan a » 
time, + E Per cent of group 1 were doing passing work. : the xmi 
E T Cent of group 2 were doing passing work. These data s a 
Was begun, T e were evenly matched at the time the EEF » 
cial o ne uring the course of the experiment, group 1 R pa 
help. At E. ^? how to study, whereas group 2 ne SEE. ie 
fup 1 i of the experiment the percentage of the 4 ae 
Pt cent to = doing passing work had been increased 11 d 
per cent. In contrast, group 2, which had received no 


Specia s 

of A ma increased from 27 per cent to only 34 per cent. Because 

Ucted controlled conditions under which this experiment was con- 
» It is 


logical to conclude that the improvement made by the 
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students in group 1 as compared with the students in group 2 was due 
primarily to the instruction in study techniques given them.* 

It is impossible at this point to engage in a lengthy discussion of the 
manner in which teachers may improve the study habits of their pupils. 
Any teacher who needs help of this nature may secure it by consulting 
one of the several recent textbooks in general or educational psy- 
chology.’ This problem has also received the attention of special in- 
vestigators, and some textbooks and manuals have been prepared espe- 
cially for the use of high-school pupils." In general, study aids of this 
nature include helping the pupil to recognize the problem with which 
he is expected to deal, to locate information that is pertinent to the 
problem, and to draw valid conclusions from the information secured, 

Helping the Pupil Recognize the Problem. The pupil’s attention may 
be directed to the major aspects of the assignment by means of guide 
questions and well-selected topics. Teachers sometimes distribute guide 
sheets for this purpose. Obviously, as time goes on, the teacher should 
help the pupil develop the ability to formulate his own guides. Some- 
times this can be done by directing the class to skim over the assign- 
ment for the purpose of picking out what seem to be the major topic 
or topics discussed. This can be followed with a more careful reading 
of the assignment for the purpose of gaining a more complete under- 
standing of these major items. 

Helping the Pupil Locate Information. Skill in locating information 
can be developed by making a variety of sources available in the class- 
room and study halls. Then, if the pupil is directed by the assignment 
to consult one or more of these sources, he will gradually learn to know 
where to turn for desired information. When he has become acquainted 
with standard sources of information, such as encyclopedias, textbooks, 
journals, and other standard references, it is relatively simple for him 
to learn to find these sources in their usual places in the library, 0" 
wherever they may be kept. The ability to locate information is a skil 
that grows through practice. Until schools assume responsibility for de- 
veloping that skill, they will continue to graduate pupils who in later 
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years are pitifully helpless when they need to become informed about a 
personal or social problem. A good teacher can and will do a great 
deal toward improving the quality of the civic participation and per- 
sonal development of the graduates by developing habits of study and 
inquiry in the classroom. 

Helping tbe Pupil Evaluate Information. In addition to learning how 
to locate information, the pupils need to develop the ability to evaluate 
the data with which they come in contact. This function has two as- 
pects. The first aspect deals with determining which data are perti- 
nnt to the problem at hand and of ignoring data that are irrelevant. 
In an assignment. suitable for one day's work, there is seldom time to 
deal with more than one or possibly two clearly defined and worth- 
While aims. When thc assignment is made, the pupil should be made 
aware of the particular goal that is to be accomplished. If the aim has 
been clearly stated and is fully understood, the pupil should experience 
litle difficulty in pulling out of the materials he studies the information 
that relates to or illuminates the point that he seeks to understand. If 
dificulty is experienced, special drill may be needed to develop the 
ability to see logical relationships. For the purpose of drill lists of mis- 
cellaneous facts can be prepared in mimeograph form. The pupil may 
then be told to pick out of such a list the facts or data that relate to a 
Biven subject. By varying the length and complexity of the lists as well 
Nou of the subject matter, gradations in the Mem of 
X may be achieved. Pupil progress in developing this skill may 

Measured by means of evaluation techniques perfected by Ralph W. 

x and associates in connection with the Eighth-year Study. 
En aspect of evaluation calls for discriminating iod 
MAN E that is in the nature of proof and that which Jd i bod 
and that is as pupils are directed to only one source o nes a 
tunity for E ls treated as an authority, there will Des € i 
sources P s to develop the power to discriminate. 1 en sit D 
lected to Ann however, particularly if these have sia wi e 
Veigh m differing points of view, the pupils will pec d 
uld then 5 ey read with greater care. Subsequent class iscu = 

ocus attention on these differences with a view to evaluat 
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data and conclusions presented by the several authors. Experi- 
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ences of this type will encourage pupils to challengc the authority of 
the text whenever there is reason to doubt the validity of a statement 
of fact given or of a conclusion drawn. 

Helping Pupils to See tbe Personal Value of Subject Matter. Finally, 
the study of pupils will be more effective if the subject matter of the 
assignment is related to their personal interests. Psychologists learned 
long ago that pupils will study harder and retain more information, if 
the subject with which they are dealing has a personal reference. The 
pupil who expects to become an aviator can be made to look upon 
mathematics as a useful tool. The girl who expects to become a fash- 
ion expert can hope some day to visit Paris and other fashion centers, 
and may wish, therefore, to learn a foreign language. The skillful 
teacher will learn to know the personal ambitions of the pupils and 
make an effort to point out by special topics for investigation what- 
ever personal interests the assignment may hold for a given pupil. 


THE RECITATION 


The recitation derives its name from the practice of calling upon 
the pupil to repeat or to “re-cite” to the teacher the lesson previously 
assigned to be learned. One hundred years ago, the recitation was 4 
formidable procedure. The textbooks frequently were nothing but 
lists of questions each of which was followed by the accepted answer 
which the teacher expected the pupil to memorize. When a suitable 
study time had elapsed, the teacher, with book in hand, called upon the 
pupil to recite verbatim what he had been told to learn. No deviation 
from the answer in the printed text was permitted, for the object in 
learning was not merely to gather information, but also to develop the 
mind, particularly the faculty of memory. The discipline was strict and 
the procedure highly formalized. There are persons living today who 
can repeat the “rule of three" and many other rules of arithmetic and 
grammar, word for word, as these appeared in their school books 50 
or more years ago, even though they have had no occasion to use these 
rules in the meantime, 


The mastery type of recitation activities. The practice of testing the pU 


MU 
i died of the lesson by means of memory questions is, fortu- 
nately, 


| disappearing from the educational scene. However, the recita- 
ton period continues to be a prominent aspect of the instructional pat- 
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tern wherever assignments are made on a daily basis. In addition to 
the traditional verbal testing, the activities carried on in the recitation 
period may be for the purpose (a) of reenforcing the pupil’s under- 
standing of the subject matter, (b) of supplementing the knowledge 
which the pupil has acquired through his own efforts, (c) of developing 
through a teacher-directed drill a skill that is essential to further pupil 
growth, or (d) of enriching the pupil’s experience by developing an 
appreciation of some phase of his physical or social environment. 

Testing the Mastery of Subject Matter. The recall question, long 
used to test the pupil's mastery of the subject matter, is gradually being 
replaced by the thought question. This shift reflects the conviction, 
growing in educational circles, that it is more important for the pupil 
to understand the implications for personal-social living contained in 
the assignment than it is for him to memorize the specific information 
with which the assignment happens to deal. Thought questions serve 
to focus attention upon such implications. Through carefully selected 
questions, the pupil can be stimulated to see relationships that might 
not be apparent to him from even a careful reading of the assigned 
materials. The shift from memory to thought questions is reflected in 
the number of questions asked which begin with the words, Why, Why 
do you think, In what way might, How, and How might as compared 
With questions that begin with Who, When, and What. Supervisors 
have been known to rate their teachers by the ratio of thought questions 
to fact questions used in the recitation. 
e ied of a recitation is sometimes judged by the Ru. 
d 3 pes an the class who participate. It is relatively easy for i 

T. and intelligent pupils to monopolize the entire 2 id . 
n. e > allowed to happen, the remainder of the class is force | by 

recom into daydreaming or less passive forms of rebellion. 
ela. aie to doubt that the pupil of low intelligence an 
n e - recite as frequently as the near genius, but he s m 
thicken eel that he has a part to play in the class rise à 
M ^ 3 check on the range of pupil participation by P ud : 
contribution name of each pupil as he is called upon or vo'un 
n. 

he nature of a good recitation as judged by one school of thought 


Wa , 
5 described by the late Professor Bagley as follows: 
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There were no pumping questions put forth with the faith of the fisher- 
man that if one casts successively various kinds of flies one will sooner or 
later get a nibble. In fact, there were no questions at all. The pupils were 
trained to study their assignments in terms of relatively large topics. When 
the time for recitation came, the teacher would state one of the topics. Then 
he would pause, perhaps for two minutes, before calling upon a pupil. No 
one knew who would be called upon, and during this interval every mem- 
ber of the group was busily engaged in reviewing his knowledge in order 
to give a good account of himself if he should happen to be the victim. 
Finally the teacher would call upon a pupil and the latter would rise and 
begin the discussion, His business was to talk through that topic in a clear, 
straightforward fashion—not to talk over it or under it or around it in the 
hope that a few questions from the teacher would set him straight. Did his 
fellows listen to him? You may be sure that they did, for no one knew at 
what point the teacher would interrupt the discussion and direct someone 
else to proceed with the same topic. Did the first pupil now sit back with 
a consoling consciousness that it was all over and that he could rest on his 
laurels? Not if he had been a week under that teacher’s instruction and dis- 
cipline, for by that time he would know that a minute or two minutes oF 
five minutes after he sat down, he might be called upon to continue the 
discussion. Attention in that teacher’s classes hovered around 100 percent 
from the beginning to the end of each period.* 


Supplementing tbe Pupils Knowledge. Sometimes it is desirable to 
supplement, during the recitation period, the information made avail- 
able to the pupils in the materials of the assignment. An informal talk 
by some member of the community, a member of the teaching staff, 
or even a pupil who happens to be well informed on the subject may 
serve this end. Audio-visual aids have special value for this purpose. 
The effectiveness of a class activity undertaken to provide supple- 
mentary information obviously depends upon the advance preparation 
that has been made. When it is planned to use recordings or films, the 
teacher must arrange, sometimes weeks in advance, for the materials 
to be available on the desired date. Similar arrangements must be made 
to have the projection or other necessary equipment reserved for the 
use of the class at the desired time. In some instances it is even neces- 
Sary to arrange for someone to operate the equipment or to use a Spe 


8 William C. Bagley, “The Textbook i 
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cially equipped room. A class activity of this type obviously cannot be 
undertaken on the spur of the moment. 

Providing Drill. The need for drill activities in the recitation is, ac- 
cording to some writers, too frequently overlooked by teachers on the 
secondary level. The chief purpose of drill is to fix some fact or skill 
firmly upon each member of the class. Drill should be provided par- 
ticularly when there is a need for the pupils to acquire some motor 
skill or system of facts and ideas before they can deal successfully with 
the work that is to follow. For example, pupils cannot progress in geom- 
etry until they have acquired a few fundamental construction tech- 
niques. Nor can they learn to read and write a foreign language until 
they have acquired a basic vocabulary. Either the construction tech- 
niques or the foreign language vocabulary can be fixed rapidly and re- 
liably by means of well-selected, teacher-directed drill activities that 
are properly motivated. 

The motivation of drill is necessary to secure pupil interest and 
attention, Progress in mastery is immeasurably accelerated when the 
Pupil has accepted the skill or fact to be acquired as worth while and 
5 willing to make its acquisition his primary concern for the moment. 
Fementary-school pupils sometimes require artificial types of motiva- 
tion, but secondary -school pupils, because of their different psychologi- 
cal make-up and greater freedom of choice of subject matter, usually 
Bn to realize the intrinsic value. Showing the ae 
qM E. fact or skill to be mastered and its future use un be nr 
Bion. "niii for secondary-school pupils. If no such gee : P 
SM onstrated, it is very doubtful that the fact or 4 d in RU 
tnotiy portant enough to merit special drill. Review cris ca 

ated if they are based upon the errors actually made by the 
Pupils, 
Rua be teacher directed to insure the highest possible pd 
ing 29M 3 > shortest time possible. Several guides to effective - ub 
studies. b. E have been formulated on the basis aco e 
ough exc le body of literature is available on the 2 ject. sea 
Piblication ther discussion of practical guides for dril uo an 
includes 4 li at was written for student and beginning teach $ 
; St of techniques for securing correct responses during the 


ill per; 3 AE 
red that has special significance at this point. The list is as 
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4. Be sure pupils understand the exact form which they are to repeat. 
b. Supervise all drill closely until the right habit is established, since this 
step insures correcting errors before habits become fixed. 


c. Make sure that pupils have not forgotten the process since the last 
drill. 


= 


Establish one skill before introducing another. 
e. Proceed slowly in the early stages of habit formation. 
f. Make accuracy the main issue at first. 


g. Do not attempt to change habits already formed unless you are abso- 
lutely sure they are bad, 


b. Form habits in the way they are to be used. 


i. Follow diagnosis with sufficient drill on the specific difficulty to over- 
come it, 


j. Do not prolong drill on a specific difficulty to the point where pupils 
lose sight of the whole process of which this difficulty is a part.’ 


Developing Appreciations. Class activities may also be provided to 
develop an appreciation of some aspect of the physical or social en- 
vironment or an attitude toward a particular pattern of behavior. A 
great deal has been written about the need for this kind of education 
but relatively little has appeared in print that is helpful in developing 
the kind of instruction required. Authors sometimes write derisively 
of the inclination of the average man to be swayed more easily by 
emotion and the mores than by reason. Yet the schools have assumed 
very little responsibility for giving direction to the pupil’s expression 
of feelings and emotions, 

Not so many years ago it was assumed that appreciations, atti- 
tudes, and ideals could be placed upon the level of strong feelings 9T 
emotions if the attempt to develop them was started from an intellectual 
level. Thus, the poetry of Milton, the plays of Shakespeare, the muse 
of Beethoven, and the pictures of Rembrandt were presented in dis- 
sected form. Pupils were introduced to the techniques of literary 4? 
artistic workmanship, the variations in style, and the life and thoughts 
of the masters before they were permitted to have contact with the 
masterpieces themselves. How many pupils have had the experience of 
Boing to a music appreciation class anxious to hear a recording of awell- 
known symphony played by a famous orchestra, only to have the 
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teacher spend three-fourths of the class time talking about background, 
theme, counterpoint, and instrumentation; and, as the last straw, of 
having the playing interrupted by the class bell before the performance 
had run through the first movement? How many more high-school 
and college graduates are now actually repelled by Shakespeare, or 
even Dickens, because these authors are associated with the dullest mo- 
ments spent in school? 

Two guides to the appreciation lesson may be worth mentioning at 
this point. First, appreciation cannot be an outcome unless the learning 
process produces enjoyment. This means that the object of appreciation 
must be on a level capable of being enjoyed by the pupils. It is possible 
that certain aspects of Shakespeare are capable of inducing pleasant 
associations in the minds of high-school pupils. It is almost certain that 
the aspects suitable to this age group are not identical with the aspects 
that are pleasurable to the mature literary critics. Is it not better for 
pupils to be emotionally aroused in favor of acts expressing courage 
and social integrity even though such acts are presented in comic- 
strip form, than to have the pupils react unfavorably to the ideals pre- 
sented by Lincoln in his Gettysburg Address? The pupil’s ability to 
appreciate the good, the true, and the beautiful must be developed like 
any other ability, and instruction in this area must be adjusted to the 
level of the pupil’s present status, just as it must in any other form 
of learning, 

The second guide to the development of appreciations, attitudes, and 
ideals Suggests the need for pupil activity. Personal satisfaction for 
ae pupil frequently grows out of his opportunity to apply the desired 
"ttude or ideal with success in his own area of operation. The Boy 
Scout thrives on the performance of a good deed every day. Free, ex- 
aa Sii to music provides kindergarten and e pupils 
hh er musical experience than is afforded by passive istening. 
y; the principles of good government become live, vital things 
when they are encountered on the level of a homeroom organization 
9r of a student c il. D ic pr cain value when the pupil 
deoe d ouncil. emocratic processes gai en 
Opinion in "i they guarantee to him the right to express 4 " P 
ee class or to correct an abuse of his cafeteria p T a r 
ihe athe of the ideal expressed in the textbook to the ac eat 

i. 1c field and auditorium is neither self-evident nor ine : 

must be afforded on the teaching-learning level before thor: 
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oughgoing loyalties to desirable attitudes and ideals can be expected to 
show in the pupil's total behavior pattern. 

The socialized recitation. The need to supplement subject-matter mas- 
tery with opportunities for pupils to experience desirable personal 
and social living has led to the development of a new form of recita- 
tion. This newer type of procedure has been labeled the “socialized 
recitation.” It is undertaken primarily to give the pupils practice in 
dealing with the subject matter of instruction in a manner that is com- 
patible with satisfactory personal and social living. The proponents of 
the socializing techniques point out the dictatorial and authoritarian 
nature of the older, teacher-dominated recitation procedures which too 
frequently treated the textbook as the infallible and sole source of 
knowledge. Democratic procedures, on the other hand, portray class 
instruction as a group effort to find the best possible solution to a com- 
mon problem. In this search, each member of the group can make a 
contribution to the common purpose. A division of labor on the basis 
of a coordinated plan of study may make available a much larger body 
of information than is possible when all members of the group are ex- 
pected to confine themselves to the same sources. The techniques of 
democratic group action make it possible to pool the individual con- 
tributions and thus to have a broad basis of information and experience 
out of which a common understanding or an intelligent conclusion can 
be drawn. This may bring about a solution to the initial problem that 
will yield greater individual and group satisfaction than would be pos- 
sible through any other approach, Socialized techniques, therefore, 
provide not only for the mastery of subject matter desirable for satis- 
factory living, but also afford practice in employing the skills necessary 
to make the information useful. 

When the socialized approach is made, the recitation activities tend 
to lose the characteristics of an oral examination and take on the aspects 
of a group discussion. Under the skillful direction of the teacher, the 
pupils are led to look upon the central theme of the new assignment 3 
SESS problem for which no entirely satisfactory solution has yet 
been discovered. The assignment leaves room for pupil initiative anc 


planning in drawing upon sources of information other than the text 
book. Resourcefulness, ingenuity, 


duds and energy are approved and re 


rded, and plans for sharing the individual findings are made. An 
assignment of this nature takes more time than the 2 to 5 minutes tradi- 
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tionally allowed for this purpose. However, the enthusiasm and direct- 
ness with which at least some of the pupils approach their studies under 
the socialized recitation plan is ample justification for taking the time 
needed. 

Tbe Formal Socialized Recitation. When a socialized recitation plan 
is used, the activities of the recitation period itself are undertaken 
primarily to secure the pooling by the pupils of the information col- 
lected individually and to arrive at a common understanding of the 
aim or solution to the problem set forth in the assignment. The pupils 
need procedures and techniques that will enable them to achieve these 
ends through their own efforts as far as possible. They face much the 
same situation as any group of adults who have met to take action on a 
common problem and must rely upon the resources of the individuals 
comprising the group for the information, experience, and skill neces- 
sary to find a suitable solution. 

Adults have developed a variety of techniques to serve their needs. 
The New England towns have their town meetings with a moderator, 
clerk, and a variety of formalized procedures that have been developed 
over the years to expedite the business at hand. It is natural that class 
after class has been organized in New England schools along the lines 
of the town meeting because this is the dominant pattern for adult 
group action in that area. In other areas of the country, the schools look 
to the town or city council, the board of aldermen, the county com- 
mission, the state legislature, or the national Congress for their pattern 
piston and action. Less frequently used patterns are ie 
aser ^n directors or the stockholders of a pe UE us n 
ium E commerce, and the service clubs. These and a arge s 
steed er Bos developed by organizations and E d 
is BE. ools, provide a type of socialized reciti [c Kom 
Xe ‘aes the formal” or “institutionalized oe Wi e 
ei ES pupils can gain skill in using adult ie d k 

" VOD s dealing with subject matter that is on 

pe die and social development. i ER PAY 
al Socialized Recitation. The “informal” * types of socia 


ized reciratt tee aus 5 
“citations place emphasis upon pupil participation comparable, in 
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interest that occurs when neighbors meet at the home of a mutual 
friend on a Sunday afternoon. Whether the discussion is teacher 
directed or pupil directed, the recitation is conducted in an atmosphere 
of mutual respect and congeniality, dominated by the attitude that the 
topic under consideration is worth while for each member present. In- 
formal socialization, in its simplest terms, may mean nothing more than 
a relaxation of the rigid disciplinary controls that formerly required 
pupils to “turn, stand, and face the teacher," and “answer in a complete 
sentence." Furthermore, it assumes that the teacher is a discussion leader 


rather than a medieval inquisitor bent upon convicting the pupils of 
evil and misdeeds, 


SUMMARY 


The daily-assignment method is clearly a pattern of teaching that has 
been developed to help pupils cover a specific body of subject matter. 
It consists of three parts, namely, the assignment, the study period, and 
the recitation. The assignment must be made in such a manner that the 
pupils know what they are to do, as well as how to go about the assigned 
tasks. Careful planning by the teacher of the work to be covered each 
day is necessary not only to insure properly made assignments, but also 
satisfactory results in the other two stages of the teaching pattern. 

Due to the changes in the nature of the pupil population that have 
occurred in recent years, secondary schools are finding it necessary to 
give increased attention to the second or study phase of the daily-assign- 
ment method. In many instances it has become necessary not only to 
provide a place for pupils to study, but also to give them instruction in 
how to study. The lengthening of the class period to 60 minutes isa 
device that is frequently used for this purpose. Only half of the length- 
ened period is used for recitation activities, thus making the remaining 
time available for supervised study activities. 

The traditional recitation activities have also undergone some changes 
While the recitation phase of the assign-study-recite pattern was de- 
veloped originally to test the pupil’s mastery ‘of subject matter, other 
objectives have given rise to a variety of activities. Recitation activities 
now vary with the primary objective of the lesson. While in one in- 
stance this may be the mastery of subject matter, in other cases it may 
be to drill facts or skills previously taught; to develop the appreciation 
of an object of art, an attitude, or an ideal; or to develop a social skill 
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or understanding. The last type of objective has led to the development 
of the socialized recitation. 

Whatever objective is sought in a given lesson, the teacher inust 
select and direct the activities that are most likely to bring success in 
that particular undertaking. Learning is largely teacher centered and 
teacher dominated. This may be good or bad depending upon how 
closely the teacher’s objectives correspond to the real needs of the 


pupils. 


SELECTED REFERENCES 


Bactey, Witxiaw C.: The Educative Process, The Macmillan Company, 
New York, 1907. 
Boos, Witz F.: Learning How to Study and Work Effectively, Ginn & 
Company, Boston, 1926. 
Bosme, Netson L.: Teaching in Secondary Schools, Houghton Mifflin 
Company, Boston, 1942. 
Cowis, S. S.: An Introduction to High School Teaching, The Macmillan 
Company, New York, 1922. 
Dovatass, Hart R.: Modern Methods in High School Teaching, Houghton, 
Mifflin Company, Boston, 1926. 
E Lina B.: Types of Teaching, Houghton Mifflin Company, Boston, 
Freperick, Robert W., and others: How to Study, D. Appleton-Century 
Company, Inc., New York, 1938. 
Risk, Tuomas M.: Principles and Practices of Teaching in Secondary 
ne Chap. XVII, American Book Company, New York, 1941. 
m Ricarp L.: How to Study, D. C. Heath and Company, Boston, 
mamam, Mart J.: Progressive Methods of Teaching, Houghton Mif- 
Bue, Boston, 1924. 
s Sii D., and NonswonruHy, Naomi: How to Teach, The Mac- 
ices i ge New York, 1917. 
»V. T.: The Passing of the Recitation, D. C. Heath and Company, 
Oston, 1928, 
oe Doveras: Procedures in High School Teaching, The Macmillan 
x pany, New York, 1924. 
Tey, Witam T.: The Socialized Recitation, A. S. Barnes and Com- 
i New York, 1915, 
How T Ba and Wuson, G. M.: The Motivation of Se 
8'ton Mifflin Company, Boston, 1916. 


bool Work, 


Chapter 8. THE APPRAISAL OF PUPIL PROGRESS 
IN THE DAILY-ASSIGNMENT METHOD 


The point of view was developed in Chap. 5 that the measurement of 
pupil achievement is basically dependent for its method upon the T. 
haviors of pupils. However, the types of behaviors sought af stresse 
in a particular school or classroom, as well as the instructional ma- 
terials and procedures, have much to do with the measurement instru- 
ments and techniques employed. It seems desirable, therefore, to review 
briefly some of the outcomes of behavior sought under the recitation 
or daily-assignment method of instruction. i 4 

Three types of outcomes quoted from Douglass * were listed e 
Chap. 6 as of major importance under the daily-assignment method o 
instruction-knowledges, interests and attitudes, and skills. Elsewhere 
in that chapter, reference was made to the factual knowledges, ideas, 
habits, skills, and attitudes which the schools attempt to transmit to 
their pupils under the recitation plan. These indications of the ber 
havioral changes sought are background for the treatment of testing 
procedures which follows. z 

It is worthy of note that some of the possible types of behari 
changes discussed in Chap. 5 as measurable are neither listed nor implie J 
in the outcomes mentioned above. Although skills, knowledges, an 
certain tastes and preferences are listed directly, and concepts as 
perhaps implied, it seems certain that the remaining types of outcomes" 
understandings and applications—were neither listed nor implied. This 
is to be expected, for the reason that the philosophical and even psycho- 
logical foundations of the daily-assignment method placed no emphasis 
upon understandings and applications as direct instructional outcomes: 


» Harl R. Douglass, Modern Methods in High School Teaching, p. 3, Houghton 
Mifflin Company, Boston, 1926, 


160 


P 


THE METHODS WE USE 161 


Testing procedures characteristic of the daily-assignment method. Neither 
Herbart’s four steps in teaching nor Bagley’s five-step modification, 
both of which are referred to in Chap. 6, makes any mention of evalua- 
tion in the instructional process. The inclusion of evaluation as an 
integral part of the instructional process is a product of the last few 
decades. 

The daily-assignment method requires a great degree of teacher 
responsibility in the evaluation of pupil achievement. Hence, the in- 
formal objective test and other less objective classroom or teacher- 
made tests and procedures are basically important in this instructional 
plan. Although the standardized test antedated the informal objective 
test, the methods of informal objective test construction seem to repre- 
sent the testing theory of the recitation plan most appropriately. 

; Ruch, in the pioneer book on teacher-made tests,” lists the eight steps 
in objective test construction which are restated and somewhat con- 
densed below: 


L Decide upon the exact scope of the proposed examination, by making 

alist of the most important topics. 

P. Think out very carefully the most significant facts falling under each 
c. 

li Arrange the questions falling under each topic in your estimate of 
er order of importance. 

v. the questions into the most appropriate stipitem 


» i ust sh 

/ peice upon the length of the examination. 

ui the items under each topic for inclusion in the examination. 
n Trange the items in ascending order of difficulty according to your 
st judgment, 


8. 
Check upon the reliability of the examination. 


Ew Ruch's concern was with the written objective TE 
may be e y the teacher, many of the principles involved in a ist 
Ea aded to the traditional or essay examination, the Š = 
Signment and other testing procedures ordinarily used in a ai ir 
typical] method. Admittedly, however, Ruch’s steps of proce lure ar 

Y embodied very imperfectly in such testing techniques. These 
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procedures seem to emphasize factual knowledge outcomes above all 
others and to depend upon course content quite strongly. 

Treated in some detail below are the major testing techniques and 
instruments typically used in the recitation or daily-assignment plan of 
instruction—oral quizzes, the essay or traditional examination, short 
written quizzes, the informal objective test, and other ty pes of written 
work. The last section of the chapter is devoted to teachers’ marking 
practices under the daily-assignment method of instruction. 


ORAL QUIZZES 

The oral quiz has doubtless been used in education as a means of 
measuring pupil attainments for centuries. Despite this fact, it serves 
functions other than that of measurement or very limited measurement 
functions only, and does not justify the dependence many teachers 
have placed upon it. The oral quiz as a group measurement technique 
usually is restricted almost entirely to factual outcomes, which un- 
desirably narrows its usefulness. Moreover, it suffers seriously in reli- 
ability and economy of time if its scope is extended beyond the knowl- 
edge outcomes. It is highly subjective and lacking in comparability 
unless examiners are carefully trained in the construction of questions 
and in the evaluation of the oral responses. In any event, the oral lan- 
guage proficiency and fluency of the pupil and his adjustment to 
PROUD examination situations largely influence his reactions to oral 
quizzng. 

Horace Mann sounded the death knell of the group oral examination 
as a satisfactory measuring instrument more than a century ago, when 
he compared the oral and written examinations for use in the Boston 
schools? He contrasted the two examining procedures by making the 
following points in favor of the written examination: ` 


1. It is impartial. 

2. It is just to the pupils. 

3. It is more thorough than older forms of examinations. 
^. It prevents the “officious interference" of the teacher. 


5. Tt "determines beyond a insayi ils have 
i ppeal or gainsaying, whether the pupils 
been faithfully and competently taught.” or 


$T 
nu Ge W. Caldwell and Stuart A. Courtis, Then and Now in Education: 1845 
» Chaps. 1, 3, World Book Company, Yonkers, New York, 1923. 
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6, It takes away “all possibility of favoritism.” 


7. It makes the information obtained available to all. 
8. It enables all to appraise the ease or difficulty of the questions. 


Major ideas presented by Horace Mann in these statements are that the 
oral examination of groups: (a) makes impossible the testing of all: 
pupils with the same questions, (b) is very uneconomical of time, 
(c) permits of teacher interference and favoritism, (d) fails to show 
whether or not teaching has been well done, (e) leaves no permanent 
record of results, and (f) fails to control ease or difficulty of questions. 

Even when the oral examination is considered for use with only one 
pupil at a time, it is a weak measurement device. Barnes and Pressey * 
found the oral examination of individuals to be seriously lacking in 
reliability and validity, and findings in other studies have been similar 
in nature, 

Despite Horace Mann’s foresighted views presented in 1845 and the 
evidence of more recent objective studies, the oral quiz has persisted in 
American schools. However, the oral quiz serves very imperfectly as a 
tool for the measurement of factual knowledges. If advance prepara- 
Uons are carefully made by the examiners, if examinations are con- 
ducted in a consistent manner, and if scoring and rating methods are 
carefully worked out, oral examinations may be administered satis- 
factorily to individuals. It is doubtful, however, whether oral examin- 
mg of groups for purposes of measurement can be satisfactory. 

There are, it is true, some situations in which oral questioning leads 
to significant responses. Socratic questioning is a teaching device by 
P E pupils may be led to reach new conclusions and Pd 
dvi an esponses to searching questions directed at a E 
of diaga d 4 detailed aspects of their school performances us Po 
elici S cm to the teacher. Fact-finding questions in a Ex 
Sich E uw Oral responses are the only rs T 7 
English ci tional outcomes as those involved in ierit As 
abo >a VEN in the foreign langoat ki A er 
Finally, oy group performances in debates an a eae s 
supple examinations may properly be used with in ee 

Ment written examinations, but such use has largely been limited, 
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and probably with justification, to comprehensive and honors examina- 
tions in colleges and to civil service examinations. 


ESSAY OR TRADITIONAL EXAMINATIONS 


The essay form of examination was in use in the civil service system 
of China as early as 2000 B.c., and was introduced into medieval uni- 
versities of Europe by 1702. However, it was not until the pressure 
of oral examining upon the Boston School Committee became too great, 
as Boston grew in size, that Horace Mann made his pronouncements 
and that the written examination was introduced into American schools. 
As the twentieth century dawned, essay examinations were unquestion- 
ably the most widely used measurement devices in American schools. 

It was not until late in the nineteenth century and early in the 
twentieth century that the essay examination was critically scrutinized. 
Starch and Elliott precipitated a controversy in 1912 when they re- 
ported that the marks assigned to an examination paper in English by 
142 teachers ranged from 50 to 98 on a percentage scale of 100. Other 
studies by these authors and by other research workers shortly there- 
after bore out the conclusion that the essay examination is typically 
very subjective and hence very unreliable. In 1914, however, Kelly 
published a report showing that the use of a definite sct of rules resulted 
in a material reduction in the degree of variation found when marks 
Were assigned to essay test papers by usual methods. Stalnaker * in a 
more recent study found that experienced teachers marked essay PES 
aminations in a variety of high-school subjects with quite high reli- 
ability when scoring rules were applied. 

The two criticisms which have rightly been made of the traditional 
examination are that it lacks objectivity and adequacy. Stated positively 
rather than negatively, it is highly subjective and limited in sampling 
or breadth. As it has typically been given, it often consists of 5 of 
10 questions on which pupils are expected to write for a class period. 
It has been demonstrated that so few questions do not adequately covet 
the content the examination is expected to encompass. In many studies 

*Daniel Starch and Edward C. Elliott, “Reliability of Grading High School 


Work in English,” School Review, 20:442-457, September, 1912. 


"Fred J. Kelly, Teachers’ Marks, Contributions to Education, No. 66, p. 9^ 
Teachers College, Columbia University, New York, 1914. 


* John M. Stalnaker, “Essay Examinati F » Society, 
46:671-672, Nov. 20, 1937. y Examinations Reliably Read," School and 
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comparable to that made by Starch and Elliott, the objectivity of 
scoring essay test results was shown to be low. Some of the factors 
which are known to influence teachers’ judgments of essay test results 
are length of the paper, shifting standards of expectancy, neatness and 
grammatical correctness of the writing, and unconscious influence by 
the “halo” effect, which is a tendency to overrate papers of pupils 
having created favorable impressions on the teacher. The essay test also 
is thought by many to encourage bluffing by the pupil and to place an 
undue emphasis upon factual answers. 

Several advantages which have been claimed for the essay examina- 
tion are worthy of mention. The essay test is undoubtedly easy to con- 
struct and to administer. It is quite readily adaptable to testing needs in 
the various fields of subject matter. It can be useful in the measurement 
of certain higher mental abilities. Other advantages which have some- 
times been claimed for the essay test are training in the use of written 
English and motivation of desirable review methods on the part of the 
Pupils Although the first three of these advantages may be accepted 
with minor qualifications, the two last mentioned are highly question- 
able. An examination is hardly the appropriate place to seek training in 
the use of English, for the measurement purpose of the examination 
precludes any real emphasis upon such a secondary purpose. Moreover, 
ping in the use of English should doubtless receive adequate at- 
a Rv in the activities of pupils. As essay tests ie apay 
Ti Ee. emphasis in study upon factual knowle ges of a 
4 ate nature rather than upon broad understandings seems to be 

Ppropriate pupil procedure. Educators are in quite general agree- 
Su po that broad understandings are more rd pto 
cia, comes than are detailed and often unintegrate 

ges. 
m been said above may give the impression that the I 
ON : A both unsatisfactory and satisfactory as a prs ati 
thte-slor uch is actually the case, a seeming ambiguity whic : 

. “one of this type of test. An essay test casuall prepared and ad 
Tinistered, followe P bin y 1 ay well 
Produce u * owed by careless evaluation of the results, d 

y ON iiia scores. On the other hand, answers € jeu 
thoughtfully thought out scoring rules and procedures Be dite 
Quite bid. prepared and carefully administered may We P : 

* scores. Much depends upon the ability of the teacher to 
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use this examination type satisfactorily and upon his willingness to 
devote the necessary care to his examination procedures. Most of the 
recommendations for improvement of the essay or traditional examina- 
tion center about the (a) selection of content and preparation of ques- 
tions, and (7) scoring of obtained results. 

Constructing the essay examination. Sims? divided essay-type questions 
into three groups on the basis of their objectivity. The first type, simple 
recall in nature and demand, are usually introduced by such words as 
what, who, when, where, how many, and name. They are designed to 
elicit such factual information as an event, a name, a date, a number, a 
place, or a list. The second type, short-answer questions, often have 
such key words as define, identify, find, list, and state. Both these and 
questions of the first type elicit answers subject to quite objective 
evaluation. The third type, discussion questions, are characterized by 
such introductory words as why, how, discuss, describe, compare, 
explain, and outline. Responses to such discussion questions are not sub- 
ject to objective marking unless scoring rules and other procedures 
designed for the improvement of objectivity are observed. 

Another meaningful classification of essay-type questions is that of 
Monroe and Carter,® who distinguished 20 types of thought questions. 


The list below gives Odell’s adaptation and supplementation "^ of the 
original classification. 


l. Selective recall-basis given. (Name the presidents of the United 
States who had been in military life before they were elected.) 

2. Evaluating recall—basis given. (Name the three statesmen who have 
had the greatest influence on economic legislation in the United States.) 

ES Comparison of two things—on a single designated basis. (Compare 
Eliot and Thackeray as to ability in character delineation.) 

^. Comparison of two things—in general (Contrast the life of Silas 
Marner in Raveloe with his life in Lantern Yard.) 

5. Decision—for or against. (In which in your opinion can you doces 
ter, oral or written examinations? Why?) 


ê Verner M. Sims, “Essay Examination Questions Classified on the Basis of 
Objectivity,” School and Society, 35:100-102, Jan. 16, 1932. 

" Walter S. Monroe and R. E. Carter, The Use of Different Types of Thought 
Questions in Secondary Schools and Their Relative Difficulty for Students, Uni- 
did of Illinois Bulletin, Vol. XX, No. 34, University of Illinois, Urbana, ^" 

"^ C. W. Odell, Traditional Examinations and New-Type Tests, pp. 207-210, 
Century Company, New York, 1928. 
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6. Causes or effects. (Why has the Senate become a much more power- 
ful body than the House of Representatives? ) 

7. Explanation of the use or exact meaning of some phrase or statement 
in a passage. (Explain the meaning of the expression “Sinais climb” in the 
line; “We Sinais climb and know it not.") 

8. Summary of some unit of the text or of some article read. (Sum- 
marize in about one hundred words the advantages of the hot-air furnace.) 

9, Analysis, (Mention several qualities of leadership.) 

10, Statement of relationships. (Tell the relation of exercise to good 
health.) 

ll. Illustrations or examples (your own) of principles in science, con- 
struction in language, etc. (Give an original sentence in Latin illustrating 
the use of the infinitive in indirect discourse.) 

12. Classification—usually the converse of No. 11. (To what group of 
plants do the mosses and liverworts belong? ) 

E Application of rules or principles in new situations. (In what coun- 
Vis other than Brazil would you expect to find rubber plantations? ) 

14. Discussion, (Discuss the Monroe Doctrine.) 

15. Statement of aim—author's purpose in his selection or organization of 
material. (What was the purpose of the author in having Athelstane return 
to life after he was apparently dead? ) 

E. _ to the adequacy, correctness, or relevancy of a printed 
i » Or a classmate’s answer to a question on the lesson. (Criticize 

Macbeth was wholly indifferent to the superstitions of his time.") 

E (Outline in not more than one page the chief events of the 
ndian Wars.) 
n. aein of facts. (Select the incidents which characterize Por- 

1, F e erchant of Venice.) J : 

E ee of new questions—problems and questions w Ex 
Paticlar hi €d to state how much you could trust the iris cs 
tons E Storian about whom you know little s what'd! 

20, New you want to have answered concerning him? ) qup 
* changed ernie of procedure. (How might the plot o Julius 

© make it a comedy rather than a tragedy?) 


ti 


we tice of allowing pupils options on the questions n be ‘a 
Served, m ei imd responsible for some of the subjectivity o ae 
Pupils, Mo Y so doing the examination is not held ey zr 
Clear ss PEOVER, essay examinations are often constructed WI i 
concerning the aspects of instruction they are suppose to 


Measy : 
©. If each examination is limited to one major type of instructional 
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outcome, if optional questions are not included, and if questions are 
carefully framed in terms of the implications of the key words, the 
first step has been taken toward objectifying the test. 

A device which has been found valuable in the construction of essay- 
type questions is an informal score card designed by Greene, Jorgensen, 
and Gerberich." They recommend that no question be considered satis- 


factory unless affirmative answers can be given to at least 7 of the 10 
questions. 


Tentative Score Carp ror Ranting Essay-T ype EXAMINATION QUESTIONS 


Yes | Slightly | No 
1. Is the question concerned with important phases 
GN. Tiro SUD feCk amar neem Senn at ctgele EE wae « 
2. If the question emphasizes minor details, are they 
useful in linking up other facts, ideas, theories, 
IV Olveduinithe, Subjects Pa Eiee Wecie dee essee 
3. Does the question give emphasis to evaluation 
and to relational thinking? ..................+- 
4. Is the question apparently of a suitable degree of 
difficulty in relation to the other questions in the 
(GET aie tung es o Bodine aon ah ETE CERES 
5. Is the question stated in such a way as to stimu- 
late thought, to challenge interest of pupils? .... 
Does the question force the pupil to integrate his 
ideas around certain interest-centers? .......... 
7. Is the question stated in such form as to force the 


pupil to sample widely into his background of 
fact? 


Does the question call for any originality of 
thought organization and CXPLESSIONP ers ev: 
Does the question call for the pupil to integrate 
facts gained from different sources? .......... 
Is the question limited sufficiently that the pupil 


has some chance of writing what he really knows 
about it in a reasonable time? 


— Oe =| | 

1 Harry A. Greene, Albert N. 
ment and Evaluation in 
New York, 1943. 


Jorgensen, and J. Raymond Gerberich, Me 
the Secondary School, p. 148, Longmans, Green & Co., Ine» 
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Scoring the essay examination. Two alternative procedures have been 
suggested for scoring the results of the essay test. One involves the 
reading of each examination in its entirety and its placement in one of 
five piles representing different degrees of merit. The other involves the 
reading of one question on all papers and the assignment to each of a 
score based on a predetermined total for the question. 

The first of these procedures, recommended by Sims,” is briefly out- 
lined below. Sims suggested that acceptable answers worked out in 
advance by the readers serve as guides for the classification of papers. 


4. Quickly read through the papers and on the basis of your opinion 
of their worth sort them into five groups as follows: (a) very superior 
papers, (b) superior papers, (c) average papers, (d) inferior papers, 
(e) very inferior papers. (Remember that in a normal group you 
would expect to have approximately 10 percent of very superior and 
10 percent of very inferior papers, 20 percent of superior and 20 per- 
cent of inferior papers, and 40 percent of average papers. Do not, how- 
ever, try to conform rigidly to this rule. Your group may not be a 
normal one.) 

b. Re-read the papers in each group and shift any that you feel have 

been misplaced, 

Make n0 attempt to give numerical grades or to evaluate each ques- 

e Place each paper on the basis of your general impression of the 

total, 

Assign letter grades to each group; beginning with A for the very 

Superior group, B for the superior group, etc. 


[^ 


B Jorgensen, and Gerberich ps incorporated the second p for 
provin E rope Sega into a list of five suggestions for v 
tion, 5 n traditional examination. Also included are recommenda 

5 designed to obviate some of the deficiencies often found in this 
DP of test and suggestions concerning the establishment of certain 
types of scoring rules: 


1, NER 

tions aminations should be scored by the one who makes out the ques- 
í € should know exactly what responses are desired, and should write 
s a 
answers to the questions in advance. 

"Verne 

. emer M, Si; w I m. RUE Validity of an Essay Ex- 
aminati ms, “The Objectivity, Reliability, and Validity r 
ber, D» Graded by Rating," Journal of Educational Research, 24:216-223, Octo: 

u 


G 
“ene, Jorgensen, and Gerberich, op. city pp. 146-147. 
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2. Each pupil taking the test should write his name on the back of the 
test paper and the scorer should disregard the name until the test is scored. 
This eliminates the subjective factor of being influenced or biased in judg- 
ment because of former contacts with the pupil, insofar as the teacher does 
not become aware through handwriting, manner of expression, etc., of the 
writer's identity. 

3. "The scorer should not mark off for misspelled words or poor sentence 
structure, paragraphing, handwriting, etc. Similarly, he should not increase 
the score for excellence in these things. However, such factors may be in- 
dicated or checked on the examination. The reason for this lies in the fact 
that the function of the examination is to measure the pupil's abilities ina 
course and not his ability to write or to spell. If it is desirable to test his 
ability to write, spell, or use correct written English, suitable tests can be 
obtained for these purposes. 

4. Each separate item should be scored in all of the papers consecutively. 
This is preferable to the correction of each entire test as a unit, for it per- 
mits the scorer to concentrate on the answer to a single test exercise and 
better to judge the merits of the several pupil responses to the same question. 

5. Each question should be rated on a scale of ten, twenty, or a given 
number of scoring points. The total score should be obtained for each pupil 


by adding the scores on the different questions only after all of the scoring 
has been done. 


If precautions such as those outlined above are observed by teachers, 
the essay examination may be expected to fulfill an important function 
in the measurement of behavioral changes in pupils resulting from the 
daily-assignment method of instruction. 


SHORT WRITTEN QUIZZES 

Written quizzes 5 or 10 minutes in length are often used to measure 
achievement in a daily-assignment or recitation plan of instruction. 
Questions asked in such quizzes frequently fall somewhere between the 
essay test and the informal objective test in their scope and degree £ 
objectivity. If the questions are rather narrow in scope and demand only 
brief answers, the results can be evaluated with reasonable objectivity: 
The tendency of such questions toward a high degree of factuality ca" 
be obviated when desired by the use of problem situations and of other 
types of questions which require the pupil to project his learnings be 
yond the knowledge and simple skill areas into areas of application. 

Suggestions for appraising essay test results seem to apply quite 
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directly to the marking of answers to questions in short written quizzes. 
The emphasis should be upon the real merits of answers rather than 
upon such outcomes as are represented in handwriting, spelling, and 
neatness, which admittedly are desirable outcomes but which are not 
fundamental in many subjects of instruction. Only those answers or 
puts of answers directly to the point of a question should receive credit, 
in order to objectify the scoring and to minimize the importance of 
length in the pupils’ answers. A point system of scoring, whereby each 
question may be assigned a maximum value of from two to five points, 
isa further aid in objectifying the scoring procedure. 


INFORMAL OBJECTIVE TESTS 


Informal objective tests made their debut early in 1920, when 
McCall * first publicly suggested that teachers could construct their 
own objective tests for classroom use. These instruments were at first 
referred to as new-type tests or even as objective tests, but both designa- 
tons were at least unfortunate. No test type can remain a new type for 
ey many years, Furthermore, standardized tests and informal ob- 
Fective tests both possess the characteristic of objectivity. The modern 
designation of this objective form of teacher-made or classroom tests 
Ew objective test is much to be preferred. It is a form of test 
the oo to the content and instructional procedures common 1n 

Y-assignment method. 

pow or traditional examination and the informal objective iW 
5 co és serve the same classroom functions, although ae 
informal B ifferent manner and with varying degrees of success. i 
Gear and y ECHVE test consists of items to which responses must ; 
i usual] " ambiguous, and hence is objective, whereas the ps 2 
Du eed by subjectivity in the evaluation of results. The 
Mini by ES samples much more widely than does the med 
lively im Virtue of the many items which can be Quee 

Onomy of ^ of time, and hence rates pers i n ecd 
"ther than essa eventually results from the use of informa! -i 
Vety time co y test procedures. The informal objective test is i s 
the results Eum in its construction, but time demands for "E 

MIT € not great and test items constructed and demonstrate 
“tional co McCall, “A New Kind of School Examination,” Journal of Edw 

ch, 1:33-46, January, 1920. 
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be good can be used many times over a period of years. Essay tests are 
relatively easy to prepare, but time requirements are great in scoring 
the results. The bluffing easily possible by pupils taking essay tests is 
entirely eliminated in the objective type of classroom test. 

Several disadvantages have been pointed out for the informal objective 
test. Admittedly it does not typically provide training in the organiza- 
tion and expression of thought, although some of the newer adapta- 
tions permit measurement of the organization of thoughts. Moreover, 
itis probable that development of ability to express thought should 
come from school activities other than the examination. The over- 
emphasis upon factual knowledge claimed by some to characterize the 
informal objective test seems to be more apparent than real, for two 
major reasons. The deluding simplicity and brevity of objective item 
types and the mere fact of their objectivity imply factuality which 
may, but need not, exist. Furthermore, poorly constructed tests of this 
type tend toward factual emphases because the teachers constructing 
them emphasize factual knowledge in their teaching, or at least in their 
testing, or because factual items are more readily and easily constructed 
than are thought items. 

Encouragement of guessing has been advanced by some as a weak- 
ness of this test type, but guesses are seldom pure guesses and correction- 
for-chance formulas counteract the influence of such guessing as may 
occur. Furthermore, many life situations demand that evidence be 
weighed and decisions be made without certainty of correctness 
Although informal objective tests may be somewhat more expensive to 
prepare for classroom use than are essay tests, reproducing by mimeo- 
graph or gelatin plate processes is not very costly. Some objective item 
forms can even be given orally or reproduced, somewhat laboriously, 0? 
a blackboard. 

ó Major types of objective test items. Two major types of objective test 
items may be distinguished—recall and recognition. Recall items are 
those which place the burden upon the pupil for recalling or by other 
means indirectly determining the correct answers. Recognition items 
are those in which the material is presented to the pupil for his evalua- 
tion or for his selection of the correct answers. 

. Although there are probably 50 or more distinguishable objective 
item forms, all except a few represent modifications or combinations 9 
four or five simple and basic forms. It is to these few basic item forms 


THE METHODS WE USE 173 
that attention will be directed here. As it is possible only to discuss and 
illustrate the basic item types briefly,” a few samples from standardized 
tests are interspersed through the discussion following to illustrate the 
simple item types. 

Recall Forms. The two simplest and most widely used recall item 
types are the simple recall and completion. Differences between them 


Excerer rroM Kniss Wonrp History Test 


Dacis. Read each statement and decide what word or name should be placed in the blank at the! 
right to make the statement true and complete. Study the sample. i 
Sum, America was discovered by — i Columbus 
1. The Protestant Revolution was begun by a German monk and university professor by the name of ——1{__ 


4 Without much doubt modern Germany was created mainly by the efforts of that famous statesman —— 2: 
Vi ME revival and new interest in learning, art, etc., which took place in the late Middle Ages is. 
eem z 


Source: F. Roscoe Kniss, Kniss World History Test, Form A, World Book 
Company, Yonkers, N. Y., 1940. 


ate primarily in complexity and length, for fundamentally they are very 
‘milar, The simple recall is the item in which a single word, number, 
Symbol, or short phrase is to be given by the pupil in response to a 
question or to complete a statement. The completion item, if item it 
aay be called, is represented by one blank in a unified paragraph from 
“hich the pupil is expected to gain the idea enabling him to fill each 
Hank with the appropriate word, number, symbol, or short phrase. 


Excerpr rrom HuwpRrp-PRoBLEM ArttHMetic TEST 


Complete the following : 


16, [à 
75% of 160 — (76) 48. 130% of 30 = ms 
TI, 

3.2% of 60 = (77) T9. $96 of 6000 = [jem 


Source: ; i 
T x Raleigh Schorling, John R. Clark, and Mary A. Potter, Hundred 
m Arithmetic Test, Form W, World Book Company, Yonkers, N. Y., 1942. 


m construction, see Harry 


p 

or . 
More extensive treatments of objective test ite y 

berich, Measurement an 


a cene, Alb 

Boang | = Octt N. Jorgensen, and J. Raymond Ger 
New York mm the Secondary School, ‘hag 8, Longmans. Green & Co., us 
Prentice- p 1943; C. C. Ross, Measurement in Today's Schools, 2d ed., Chap. ; 
1 DR l, Inc, New York, 1947; and J. Murray Lee, 4 Guide to Mesure 
Dig, "Y Schools, Chap. 11, D. Appleton-Century Company, Inc» New vo 
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Although the simple recall item stands alone as a separate test element 
and requires only one answer, several blanks requiring as many comple- 
tions often occur in a completion exercise. It can be said more accurately 
that several completions may be required in one completion exercise, 
which is itself a unit. Consistency demands that a completion exercise 
be considered to merit as many scoring points as there are blanks in 
the exercise. This is in harmony with the usual practice of awarding 
one scoring point to cach simple recall item that is answered cor- 
rectly. 

The simple recall item is not dissimilar to a short-answer question 
form used by many teachers in essay tests, but there may well be a dif- 
ference in the degree of objectivity possessed by the two methods. 
Factual questions of the what, who, when, where, how many, and 
name variety are most easily measured by this item type, although it 
may be used in many other significant ways. When used to measure 
ability to identify objects pictured or ideas described, when used with 
maps or charts as part of an identification exercise, when used to 
measure spelling ability or vocabulary, and when used in computational 
problem situations, to mention only a few of its applications, its values 
go beyond those of factual tests. There is danger that simple recall items 
will tend to be used largely in the measurement of highly factual out- 


comes, however, and their usefulness is somewhat restricted for this 
reason. 


Excerpr rrom Rucu-Cossman Bio.ocy Test 


Directions. In each of the paragraphs below write in the words that have been left out. Try 
to 2d di. word for each blank that makes the best sense. The sample has been filled in 
correctly. 


Sampue. hee Aue drinking — cup often spreads ,, ear" |. 


2. Study of the structure of the fish reveals many adaptations for locomotion in water: the general 
shape of the body, the secretion of 


(OO by certain cells of the skin, the. ....- «7 .of the 
which tends to make the fish nearly the same density 25 the 
oy enero as balancing and swimming organs- 


Source: Giles M. Ruch and Leo H. Cossman, Ruch-Cossman Biology T^^ 
Form A, World Book Company, Yonkers, N. Y., 1924. 

The completion exercise is similar to the simple recall item in E 
major characteristics and uses, but it is based on longer thought e 
and requires more integration of ideas than does its simpler counter pus 
Good completion paragraphs should be well unified and of summary 
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mture, and blanks should not be so numerous that the general meaning 
of the paragraphs is obscured. 

Recognition Forms. Vhe most widely used, basic recognition item 
types are the alternate-response, the multiple-choice, and the matching. 
Alternate-response items, of which the true-false is the best known type, 
present the pupil with two possible answers. The answers may indicate 


Excerpt rrom DENNY-NELsoN AMERICAN History Test 
B. Directions. Draw a line under “True” after cach true statement and a line under “False” 
after each false statement. 
B. The United States Senate failed to ratify the League of Nations. ...... sese True — False 
21, Our city population has increased faster than our rural population since 1860.... True False 


Source: E, C. Denny and M. J. Nelson, Denny-Nelson American History Test, 
Form A, World Book Company, Yonkers, N. Y., 1928. 


the truth or falsity of a statement, an affirmation or denial of a question, 
orthe one of two alternative answers which correctly completes a state- 
ment. Multiple-choice items consist of an initial statement or question 
ind from three to five alternatives, one of which correctly or best com- 
Petes the statement or answers the question. The pupil is expected to 
“leet and designate the correct answer. Matching exercises consist of 
two lists of facts or ideas related in a consistent manner throughout. 
The pupil is expected to pair the facts or ideas in the two lists. Match- 
E not exist as entities, for a matching exercise or unit has 
A In it anywhere from 3 to 10 or even more correct pud 
credit. ur Orrect pairing is ordinarily accorded one scoring point o 

bte: N N and multiple-choice items, however, ae 
The total t ities, and each ordinarily carries one scoring point towar 

est score, 
E B item and the essentially equivalent yes-no and He 
Ons are the most widely used and broadly applicable o 


Excerpr rrom Brown-Woopy Civics Test 
Di 


m TRECTIONS. Draw a line under the right answer to each question. 
lere, 
L tthe yn: 
i Is js Cait States a democracy ? Yes No 1 
May any agu 92 6f the United States the highest law of the land? n F 
So me a candidate for office, local or national? MON 
ree: Aj s Ti 
* Aro est, 
tom A Ww, ld W. Brown and Clifford Woody, Brown-Woody Civics 40% 


» World Book Company, Yonkers, N. Y., 1926. 
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the alternate-response forms. Although this item type is often highly 
factual, it can well be used in measuring instructional outcomes of less 
tangible types than knowledges, It is delusively simple in its construc- 
tion, and is probably more subject to ambiguity than any other ob- 
jective item form unless it is constructed with great care. However, 
its apparent simplicity, ease of construction, and wide range of appli- 
cability have made it the most widely used item type in informal ob- 
jective tests, although it is seldom used in its pure form for standardized 
tests. 


EXCERPT FROM Cooperative CHEMISTRY TEST 


Directions: Each of the following incomplete statements or questions is followed by five possible answers, For 
each item, select the answer which best completes the statement or answers the question, and put its number in 
the parentheses at the right. 


1. An instrument used to measure pres- 9. All proteins contain the element 
sure is a 9-1 tin. 
1-1 eudiometer. 9-2 sulfur. 
1-2 hydrometer, 9-3 phosphorus. 
1-3 hygrometer. 9-4 manganese. 
1-4 barometer. OS nitrogen. s . eee « ** 190 


1-5 thermometer... .... 45k ) 


_ Source: Alexander Calandra, Cooperative Chemistry Test, Form Q, Coopera- 
tive Test Service, New York, 1940. 


The multiple-choice item, by far the most popular form in standard- 
ized testing, usually has three, four, or five alternative statements of 
which one correctly or best completes the preceding statement or 
answers the introductory question. This item form is highly flexible, 
for it can be used widely not only in subject-matter areas but also for 
measuring a variety of instructional outcomes. It is useful not only in 


EXCERPT FROM GLeNN-WELTON CHEMISTRY ACHIEVEMENT TEST 


Directions. Each of the following questions is followed by six alternative answers, 


of which only one is correct. In the parentheses after each question write the number 
of the one correct answer. 


1, The white phosphorus match is not made now because it is too — 


l expensive 2 hard to get 3 explosive 4 poisonous 
5 hard to light GUNSA PIE ra AC RUN ECCO ECIETETETTT TE vo » 


2. What is a solution called which conducts an electric current? 


d an electrode 2 an ion 3 an electrolyte 4 a solvent 


5 electrolysis Ocenonsconducfomd ede eo Cie meist dini sese 23 


Source: Earl R. Glenn and Louis E. Welton, Glenn-Welton Chemistry Achieve 
ment Test, Test 2, Form A, World Book Company, Yonkers, N. Y., 1938. 
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measuring factual knowledges but also in testing concepts, understand- 
ings, and applications of various types. Ingenuity is sometimes required 
on the part of the test constructor in finding sufficiently plausible in- 
correct answers. A modification often used is the multiple-response 
item, in which not only the alternative answers or choices but also the 
correct answers are multiple. 

The matching exercise is in effect a series of multiple-choice items in 
combination, for each pairing of an item on one side of the exercise 
with an item on the other side presents multiple choices. The most 
typical matching exercises are of the balanced type, in which from 
10 to 15 items such as facts, words, dates, or authors are matched with 
alike number of related items such as dates, definitions, events, or 
book titles, In the unbalanced set, which is ordinarily used with fewer 
than 10 matchings, one side of the exercise includes several plausible but 
Mcorrect items in order to reduce the chances of guessing correct 
answers, Although the matching exercise tends to be rather highly 
factual in nature and to test most easily the same what, who, when, 
where, how many, and name responses as does the simple recall, the 
matching test can be adapted to the measurement of less tangible in- 
Sttuctional outcomes. It is important that consistency of categories and 
Bud form of statements be maintained in this type of exercise, 
ifi ading to correct answers and other forms of ambiguity are 

pt at a minimum. 


Excerpt From Denny-Netson American History Test 


i, Ditenows. he correct number in 


the parenth The name of each man below is given a number, Write t 
Fentheses after the phrase that suggests a man’s name. 


36. Pioneered in Kentucky ; i 
Ethan Allen à 37. Captured Fort Ticonderoga. - T EO QD DOR Vp 
38. Helped to settle Jamestown. ....- sts Bon 
John Winthrop (4) : p w uw tdi 
"Ite de Leon 6 39. Famous missionary to the aman ae i 
Daniel Boone E 40. British Parliament member friendly to America. . . a 
spuds a) 41. Governor of Massachusetts Bay colony.» ~. -+171 z M 
Viliam Pitt the Elder re 42. Won battle resulting in fall of Quebec... p [s 
Arquette (9) der (8) 43. America was named after him... esee n 
Captain John Re 44. Explored the St. Lawrence River country ny, 
ith (10) — 45, Searched for the fountain of youth... «cn 


ES i 5 ; 
Porm X EC Denny and M. J. Nelson, Denny-Nelson American History Test 


ld Book Company, Yonkers, N. Y., 1928. 
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Suggestions for constructing objective items. No rule-oi-thumb guides 
are possible for the construction of objective test items, but there are 
some guiding principles of value in avoiding the most glaring errors in 
item construction. Listed below are the suggestions made by Greene, 
Jorgensen, and Gerberich '* for items of all basic types and for items 
of each of the basic types discussed above. The illustrations of poor and 
good items and the samples and explanations used in implementation of 
the suggestions are mainly original here. The illustrations and samples 
are intended to demonstrate points rather than to be in themselves good 
test items in the broad sense. 


General Suggestions. Recommendations which apply in essentially 
the same manner to all basic objective item types are: 


1. Rules governing good language expression should be observed. 
Poor: Sufficient data is available to justify the conclusion that...» 
Good: Sufficient data are available to justify the conclusion that . «+ 

2. Difficult words should be avoided. 

Poor: Good harbors are often formed by diastrophism. () F 
Good: Good harbors are often formed by the gradual sink- 
ing of coast lines near the mouths of rivers. © F 
3. Textbook wording should be avoided. 
Poor: In the derivation of grade norms for standardized 
tests, it is common but not universal practice to 
express the norms in terms of end-of-the-year 
achievement, © F 
Good: Grade norms for achievement tests are commonly F 
stated in terms of end-of-the-year achievement. @) 
4. Ambiguities should be eliminated. 


Poor: There are six days in a week. © P 
Good: A week consists of six days. T (9 


5. Items having obvious answers should not be used. 
Poor: A monthly magazine is published twelve times a 


year. (T) F 


Good: A weekly magazine is published fifty-five times a 
year. T ®© 


Harry A. Greene, Albert N. Jorgensen, and J. Raymond Gerberich, Meas- 


urement and Evaluation in the Secondary School, pp. 188-196, Longmans, 
& Co., Inc., New York, 1943, 
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. Clues and suggestions should be avoided. 
Poor; A man who works in a bank is a: (a) Lawyer, 
(b) Banker, (c) Dentist, (d) Farmer, (e) Drug- 
gist. (b) 
Good: A man who accepts deposits of money on checking 
accounts is a: (a) Lawyer, (5) Banker, (c) Dentist, 
(d) Farmer, (e) Druggist. (b) 


e 


7. Items which can be answered by intelligence alone should not be 
included. 
Poor: In the autumn, deciduous trees shed their (leaves) 
Good: Trees which shed their leaves in the autumn are 
termed (deciduous) 
8 


} Quantitative rather than qualitative words should be used. 
Poor: The Empire State Building is more pleasing archi- 
tecturally than is the Chrysler Building. T 
Good: The Empire State Building is taller than the 
Chrysler Building. © F 


Catch words should not be employed. (E) 
F 


RS 


Poor: Runyan Kipling wrote Just So Stories. ae 
Good: Rudyard Kipling wrote Just So Stories. (m 
| Items should not be inter-related. 
Example: 1. Presidents John Adams and John Quincy 
Adams were father and son. 
Example: 2, No two Presidents of the United States have 
been blood relatives. T ®) 
1 Response positions should preferably be aligned. 
Poor; Validity is a major criterion of a good ex- 
amination. 3 
Good; Validity is a major criterion of a good ex- F 
amination. © 


8 ; ; ‘ 
"IRgestions for Recall Items and Completion Exercises. As simple 


pt i . . . . . 
‘eae and completion exercises are very similar in their major 
ate; “tstics, recommendations applying to both of these recall types 


p " 
Lines for responses should be of the same and of adequate length. 


Oors Columbus discovered America in the year (1492) 
Good: The Pacific Ocean was discovered by (Balboa) 
? Columbus discovered America in the year (1492) 

he Pacific Ocean was discovered by (Balboa) 
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2. Desired responses should be definite. 
Poor: Fruit may be kept for long periods of time by (refrigeration) 
Good: Fresh fruits may be kept from spoiling during 
long shipments by (refrigeration) 
3. Desired responses should be important. 
Poor: Portia is a character in a Shakespearean (play) 
Good: The heroine of The Merchant of Venice is (Portia) 
4. Any correct answer should receive credit. 
Example: Fruit may be kept for long periods of time by — (grocers) | 
5. Spelling errors should probably not be penalized. 
Example: The “Nutmeg State" is _ (Conneticut) 
6. “A” or “an” should not immediately precede a blank. 
Poor: The unit of measurement of electrical resistance 
is an | (ohm) , 
Good: The unit of measurement of electrical resistance 
is the (ohm) 
7. Positions for responses should ordinarily be at the ends of the sen- 
tences. 
Poor: There are (fourteen) lines in a sonnet. 
Good: The number of lines in a sonnet is . (fourteen) | 
8. Completion paragraphs should be unified wholes. 
Suggestion: Choose well unified paragraphs in which a logical sequence 
is narrated. 
9. Completion paragraphs should not contain too many blanks. 
Poor: The principal of the os 
was i 
Good: The Battle of (Gettysburg) is usually considered to be the 
turning point of the Civil War. 


Suggestions for Alternate-response Items. As some of the alternate- 
response item modifications are somewhat too complex and variable 
to permit specific suggestions, recommendations intended primarily for 
the true-false item form are: 

1. Double negative statements should be avoided. 

Poor: Freezing weather is not entirely unknown in Florida. (D E 
Good: Florida occasionally has freezing weather. , 
Statements which are part true and part false should not be 
used. 

Poor: The Battle of Gettysburg, which is usually considered 
to be the turning point of the Civil War, was fought 
in 1862. ®© (D 
T 


Good: 'The Battle of Gettysburg was fought in 1862. ® 


ro 


ES 


a 


THE METHODS WE USE 


, “Specific determiners” should be used sparingly and care- 


fully. 


Poor: Animals always have the power of locomotion. T 


Good: Some animals cannot move from place to place unless 
carried by outside forces. 
Answers should be required in highly objective form. 
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F 


Suggestion: Have pupils encircle T or F, place “X” in column of 
boxes under T or F, etc., rather than write “T” or “F,” 


“True” or “False,” etc. 


be used, 
Suggestion: Have not more than 60 per cent of either type. 


. Approximately an equal number of true and false statements should 


6 Random occurrence of true and false statements should be employed. 
Suggestion: Toss coin or use some other random method in arranging 


items. 


Suggestions for Multiple-choice Items. Recommendations applying 
Taniy to the basic multiple-choice item and only indirectly to such 
Modifications as the multiple-response item are: 


l: 


2 


As much of the statement as possible should occur in the intro- 

ductory portion. 

Poor: Columbus discovered America: (a) In the year 1487, 
(b) In the year 1508, (c) In the year 1482, (d) In the 
year 1492, (e) In the year 1516. 

Good: Columbus discovered America in the year: (a) 1487, 
(P) 1508, (c) 1482, (d) 1492, (e) 1516. 

E answers should be stated in correct grammatical 

e. 

Poor: Columbus: (1) Discovered America, (2) Circumnavi- 
gated the earth, (3) Discoverer of the Mississippi River, 

G (4) Finder of the Fountain of Youth, (4) Pacific Ocean. 

ood: Columbus: (1) Discovered America, (2) Circumnavi- 
gated the earth, (3) Discovered the Mississippi River, 
(4) Found the Fountain of Youth, (5) Discovered the 
Pacific Ocean. 

a alternatives, or confusions, should be plausible. 

or: "The first President of the United States was: (a) Roose- 

velt, (b) Hoover, (c) Washington, (4) Madison, 

(e) Coolidge. 

The first President of the United States was: (a) Jef- 

ferson, (b) Monroe, (c) Washington, (d) Madison, 

(e) Hamilton, 


Good: 
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- "A" or "an" should not ordinarily be used to introduce the 


alternative answers. 
Poor: "Him" is a: (1) Adverb, (2) Noun, (3) Adjective, 


(4) Pronoun, (5) Preposition. (4) 
Good: “Him” is a(n): (1) Adverb, (2) Noun, (3) Adjective, 
(4) Pronoun, (5) Preposition. (4) 


Items should ordinarily have four or five alternative answers. 

Suggestion: Three alternatives may be enough for use with young 
children. 

All items should ordinarily have the same number of alternative 

answers. 

Explanation: Otherwise there is variation in the chance of guessing 
the correct answers. 


. Alternative answers should ordinarily occur at the end of the 


statement. 

Poor: Of the criteria of a good examination, (1) Adequacy, 
(2) Objectivity, (3) Validity, (4) Scorability, (5) Ad- 
ministrability is the most important. . (3) 

Good: The most important criterion of a good examination 1s: 

(1) Adequacy, (2) Objectivity, (3) Validity, (4) Scor- 
ability, (5) Administrability. (3) 


| 


. Answers should be required in a highly objective form. 


Suggestion: Have pupils write numbers or letters of correct response 
on indicated lines or in given parentheses. 


- Correct responses should be distributed with approximate equality 


among the possible answer positions. 

Suggestion: Go a bit lighter on the extreme responses, 4 and e of 
1 and 5, than on the centrally-located responses. 

Random occurrence of correct responses should be employed. 

Suggestion: Toss a die, disregarding the “6,” or use some other 
tandom method of determining order. 


Suggestions for Matching Exercises, Recommendations for construct 
ing the balanced and unbalanced matching exercises are: 


1 


Only one correct matching for each item should be possible. 


Poor: 1, Columbus Explorer 
2. De León Navigator 
3. Magellan Italian 
4, etc etc. 
Good: 1. Columbus Circumnavigated the earth 
2. De León Discovered America 


V 
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3. Magellan _____ Discovered Pacific Ocean 
4. etc. etc. 
2, Consistency of grammatical form should be used. 
Poor: 1. Jackson _____ Louisiana Purchase 
2. Lincoln — Signed Emancipation Procla- 
mation 
3. Madison Statement of Monroe Doc- 
trine 
4. etc. etc. 
Good: 1. Jackson . Effected Louisiana Purchase 
2. Lincoln _____ Promulgated Monroe Doc- 
trine 
3. Madison —— Signed Emancipation Procla- 
mation 
4. etc. etc. 


w 


Consistency of classifications should be maintained. 
Poor: 1. Battle of Bunker 


Hill ———-— Andrew Jackson 
2. Spoils System ——— 1775 
3. Forest conservation © ———— Prohibition 
4. Thirteenth Amend- 
ment ———-— Slavery 
3. etc, ———— etc. 
Good: 1. R. W. Emerson ——— Huckleberry Finn 
2. Mark Twain Leaves of Grass 
3. Walt Whitman ———— Walden 
4, etc, c——— Patcr 


ping sets should neither be too long nor too short. 
gestion: Use from 10 to 15 pairs in balanced matching; use un- 
balanced matching (some items on one side not to be 
used) if fewer than 10 items to be tested. 
i = should be listed in random order in each list. 
88estion: Arrange alphabetically by initial letter of first words or 
E. agal ty dies 
Expl matching items should always be complete on one page. 
ation: This avoids difficulty in referring from one page to 
7. Answe another, 
NS UM be required in a highly objective form. : 
7: Have pupils write numbers from one column on lines 
or in parentheses provided with the other column. 
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Constructing an informal objective test. When an informal objective test 
is desired for testing over a fairly wide range, as for use in one period 
or as a final examination, the scope and coverage of the test are desirably 
determined before test items are actually constructed. Consideration is 
appropriately given in this planning both to the instructional objectives 
and the content of the course and to a proper parallelism of course and 
test content. It is helpful to prepare a brief outline of the course and of 
pupil activities in the course as a further guide in test construction. 

Objective items of more than one type are desirably used in a compre- 
hensive informal objective test, for three major reasons: (4) Subject 
matter is sometimes a limiting factor in the selection of item types, for 
a certain concept may more easily be put into one item form than 
into any other. (b) The degree of factual knowledge expected in the 
pupils is important to decide as a basis for selection of the appropriate 
item form for a particular concept, for the tendency of recall forms 
to be more factual than recognition forms restricts the usefulness of the 
former. (c) It is probable that predispositions of different pupils toward 
or against certain item types are such that a test consisting of several 
item forms is preferable to a test consisting solely of one item type. 

It is usually advantageous in item construction to start with ideas 
which fall into such consistent patterns that matching exercises may 
appropriately be used. Multiple-choice items should ordinarily receive 
consideration before alternate-response or recall item forms, because 
of the requirement for several plausible but incorrect alternative 
answers, It is not recommended that all items of each type be con- 
structed entirely apart from items of other types, but rather that con- 
sideration of the proper item form for each group of related concepts 
and each distinct concept occur in this order. Good practice is to write 
each item on a filing card when it is constructed, so that it may be sorted 
with others of the same type in final preparation of the test and so that 
it may be filed for later use in other examinations as desired. 

After all items have been constructed, they should be sorted by type 
and carefully evaluated in relationship to others of the same form. Items 
should desirably range from very easy to very difficult, with an average 
difficulty of approximately 50 per cent." Test length should be such 


“Herbert E. Hawkes, E. F. Lindquist, and C. R. Mann (Eds), The Construit 


tion and Use of Achievement Examinations, pp. 32-33, Houghton Mifflin Companys 
Boston, 1936, 
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that all or very nearly all of the pupils can complete it during the testing 
period. Although a general indication of time requirements ** suggests 
that two simple recall, three multiple-choice, or four true-false items 
may be considered to require 1 minute of testing time, such factors as 
pupil maturity, test. difficulty, and nature of test content are im- 
portant factors in the determination of test length. If items are thought 
provoking rather than highly factual in nature, the number pupils can 
doin 1 minute will probably be smaller than these estimates. 

The final test items should be arranged in as many parts as there are 
separate item forms. The items in each part may be arranged in any 
desired order, although an arrangement based on the sequence of course 
content may be preferable to any other for informal objective tests. 
General instructions to the pupils should appear at the beginning of the 
tet and at the beginning of each test part to indicate how they are to 
take the test and mark their answers, whether or not they should guess, 
and, preferably, how the part scores will be obtained. Sample items 
should be given if pupils are unfamiliar with objective tests. The test 
should be reproduced in desired quantity by mimeograph or some 
similar process if possible, although some simple item forms can be 
ven orally if necessary and any item forms can be reproduced on 
thcktboards if space and time permit. 

E a informal objective test. Although scoring methods me ria 
sope cM limits, results of research studies have denne “i 
E n os scoring methods should fall. In general, a HE 
teli; fo. E. a completion exercise blank are assigned M Soak 
soos pun answer, and there is no subtraction for M s 
BS oes Pupils are usually instructed 2 E. PORE 
MA p* items, and the score is obtained by p nU 
Du. E Ux the number of wrong up ll 
items ; CR answers; Pupils are typically instructe to ans 

n a multiple-choice test, and the score is usually obtained by 


Ug 
of the formula: Score = R — a where R and W mean right and 


possible 


Wong answe 1 iow 
IS respectively and N refers to the number T 
and five 


as wer. ; 

possible to each item. Thus, scores for tests having three, four, 

tively, É B would be R — 14W, R — 4W, and R — 14W respec- 
- As the guessing possibility is slight in the five-response form, 


re 
“ne, Jorgensen, and Gerberich, op. cit, p. 163- 
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scores for it are often merely the number of correct answers. Matching 
exercises are usually scored by assigning one point of credit to each 
correct answer. A practice not uncommon of penalizing the pupil for 
omissions is not recommended in scoring any of these irem types, for 
the pupil is adequately penalized by the fact that his possible score is 
automatically reduced by the number of items he fails to answer. 


OTHER TYPES OF WRITTEN WORK 


Teachers often need to evaluate and assign marks to such non-test 
types of written work as themes, notebooks, laboratory reports, and 
term papers. There exists for such written work, of course, the pos- 
sibility that the work was not actually done by the pupil who hands it 
in. This possibility is worthy of consideration in setting up procedures 
for the preparation of such written work by the pupils and in the 
marking emphasis to be assigned. 

In general, suggestions for the evaluation of essay test results apply 
to written work of these types, although the fact that such materials 
prepared by different pupils are usually on different topics or subjects 
raises a type of problem not operative in the scoring of essay test results. 
The suggestion of Sims ! reported in a preceding section of this chapter 
that papers be sorted into piles representing five different degrees of 
merit seems to be practicable here. As is true of essay test scoring, 
attention should here be directed to the intrinsic aspects of merit rather 
than to such relatively detailed and extrinsic concerns as handwriting; 
spelling, neatness, and length. 


TEACHERS' MARKS 
Marking practices involve at least two phases: (a) the assignment of 
Scores or marks on tests and other types of appraisals; (b) the assign- 
ment of final marks for 6-week periods or for semesters of study. The 
two studies discussed briefly below deal with these aspects of marking. 
Lee obtained responses from 1,284 teachers to a question concerning 
their methods of marking self-made tests. Of these teachers, 36.4 pe 


Verner M. Sims, “The Objectivity, Reliability, and Validity of an Essay 
Examination Graded by Rating,” Journal of Educational Research, 24216222» 
October, 1931. 

2 J. Murray Lee, A Guide to Measurement in Secondary Schools, pp- 260-262, 
D. Appleton-Century Company, Inc. New York, 1936. 
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cent used the percentage system, 22.5 per cent used a point-scale Sys- 
tem based on the inherent quality of the examination papers, 25.5 per 
cent based letter marks on relative qualities of the examination papers, 
88 per cent used scores only, and 6.0 per cent used ranks in the class. 
Anegligibly small remainder gave still other responses. The first two 
groups, totaling 58.9 per cent, used systems of the type discussed here 
a most frequent accompaniments of the daily-assignment method of 
instruction, The third group, totaling 25.5 per cent, used a procedure 
typical in the subject-matter unit method of instruction, whereas the 
last two groups, totaling 14.8 per cent, employed procedures associated 
either with the subject-matter unit method or the experience unit 
method, 
i Odell surveyed the marking systems used in 281 Illinois high schools 
111925. His findings ™ were that 73.3 per cent assigned marks in per- 
centage terms and that the remaining 26.7 per cent used point systems 
ranging from the most typical 5-point scale to a 4-point scale at one 
‘xtreme and to an 8-point scale at the other extreme. Typical indecision 
d cstming the meaning of a percentage mark was evidenced by the 
Variation in the passing mark from 70 to 80, with 75 most common, and 
1n the level below which pupils were passed conditionally from 60 to 
A Of the 75 schools which used a point scale, 31 gave plus and minus 
qualifications to letter marks, so that the total range of categories in 
31 schools was from 12 to 21. About 60 per cent of the schools 
point scales defined the meaning of the letter symbols in per- 
centages, 
Eu » recent studies comparable to the two discussed M 
à ied, A ntly been made, evidence presented in Chap. A pue 
here are a inm point-scale systems shows that the met i s pow 
is certain " typical today than they were in 1925 or 1936. However, 
at some schools today adhere to the point scale with more 
ôN 10 cate Ories and hi ge system. 
Brief E even to the percentage sy ies 
thinations ton of terminology appropriate in the marki c a 
Weck r ven of other types, and final d uS 
terms used ae, Periods or semesters will be made e d a EE Ni 
Dus is section and corresponding sections of Chaps. i 
of referring to the percentage of correct answers a pup 


a 
Q : 
May, D Odell, “High School Marking Systems,” School Review, 33:346-394, 
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attains on a test as a grade is not uncommon. More correctly, however, 
the percentage is referred to as a score. A numerical representation of 
success on a test not scored on a percentage basis is also sometimes re- 
ferred to as a grade. Again, however, the result is more properly called 
a score. Still further, a letter representation of merit is sometimes 
designated as a grade. More properly, it is called a mark. Modern 
practice is to designate numerical representations, whether percentages 
or not, as scores and to designate as marks the letter evaluations assigned 
to laboratory reports, term papers, and other written products, as well 
as to the final appraisals of pupil success for a period or semester. Per- 
centages used as final appraisals are also correctly called marks. 

Percentage marking system. Theoretically, a percentage mark of 100 
represents complete mastery of all the instructional outcomes sought in 
a course, and the passing mark represents the lower limit of minimum 
success in the course. The concept of perfect attainment in a school 
course for a semester or even for 6 weeks is wholly untenable, unless 
education is to be reduced to rule-of-thumb procedures. Furthermore, 
there is no magic in a passing mark, whether it be 60, 65, or 70. More- 
over, the degree of discrimination required in a percentage system of 
marking is far beyond that possessed by human beings. Inadequacies of 
the percentage marking system have been pointed out by educators on 
too many occasions to permit of serious consideration to this largely 
outmoded plan. 

As percentage marks in their traditional form are probably used in 
very few schools today, teachers?’ problems are concerned more with 
other marking bases than with the percentage system. If percentage 
comparability to letter marks is specified in the marking system used, 
and if percentages must be reported for use in permanent records, 
even though letter marks are used for pupil reports, it is believed that 
letter marks should first be obtained and that, if necessary, they then 
be converted into the required percentages. 

Point-scale marking systems. Point scales involving the use of A, p, C 
D, and F or five other essentially similar symbols are more widely used 
in secondary schools today than are any other systems. Some schools 
have reduced to a 3-point scale of H, S, and F, meaning honors, satis- 
factory, and fail. A still smaller number of schools have adopted ? 


2-point scale similar to the 3-point scale except for the omission © 
honors marks. 
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In the transition from the traditional percentage marking system to a 

statistically and psychologically sounder system, the 5-point scale is 
doubtless merely an intermediate phase. The 5-point system is certainly 
more widely used today than is the older percentage system, but 
several unfortunate influences of the percentage basis still encumber 
many letter-mark systems. The first is the tendency still evident in the 
practices of some schools to identify each letter mark in terms of per- 
centages arbitrarily decided upon as corresponding. The second is the 
use of letters in reporting marks to the parents of pupils but the use of 
percentages in the records of some schools. The third is the extension 
of the 5-point scale to as many as 10 or even more categories in some 
marking practices by the use of plus, minus, or both plus and minus 
signs, 
Obtaining composite measures of achievement. The problems involved 
in obtaining numerical representations of pupil achievement over a 
b-week period or semester to be used in the assignment of final marks 
are not simple. Tt is the purpose here to outline methods whereby such 
composite measures can be obtained for use in assigning percentage 
marks or letter marks. 

If Percentage marks are customarily assigned to examination results, 
t written work of other types, and even to oral recitations, the various 
Percentages for each pupil can be averaged to obtain his final percentage 
O the use of a weighted average, by which aces 
ille Tn P more weight than do unimportant E Is pr ait 
ft E of the unreliability and other deficiencies o pres 
inedia ever, it is believed that a point system such as that outlin i 

y below is preferable for obtaining composite scores whic 


can, i à 
d necessary, be converted by arbitrary methods into final per- 


tage marks, 
he Suggested a marking procedure which has merit in rdi 
2 cumulati ts from a variety of measuring devices and pu dee ci 
ittler E. numerical index. The accompanying illustration fr be 
Went of AB results of his plan. His procedure involves the Wo 
‘ving oni ores to each paper, test, and type of evaluation on un 4 
valuated Mo few degrees of differentiation. If the performance 
makes reasonable only three degrees of merit, a 3-point scale 


2 
E. itller, “A Painless Plan for Assigning School Marks,” Educational 
“213-217, January, 1932. 
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is used. A. 5-point scale may be appropriate where more discriminative 
judgments are possible. A. summation of the points assigned to each 
pupil for each of the several types of appraisals used is the next step. 
Results of these summations may then be weighted according to their 
importance in obtaining the cumulative or composite score. 


A Merton or DETERMINING Comrosrre Marks 


Assignments Total Quizzes Total Grand total 
Peu og 456 T... 8 |91 11) 12 | e+) 
R V. 3444444 15 5 44 13 28 
R. S. SENS Y 6 o. 5 10 16 
S. B. 344 544V 16 5 3 4 12 28 
S. S. 34485854 18 $ 8 5 13 31 
S. TL. Qs 5 3 3 inc. 


The scores resulting from the use of such a weighting system may 
then be arranged in descending order and such letter marks assigned on 
the basis of these composite scores as the teacher deems appropriate and 
as conform to the marking system of the school. 

Methods such as those outlined above for the assignment of letter 
marks, or, if necessary, percentage marks by the teacher to represent 
various levels of pupil success are those deemed most satisfactory for 
use with the daily-assignment method of instruction. 


SUMMARY 

The measurement of pupil achievement is dependent for its methods 
upon the instructional outcomes the school seeks to develop in its pupils 
The outcomes sought under the daily-assignment method of instruc- 
tion are listed in Chap. 6 as knowledges, interests, attitudes, and skills. 
Therefore, it is with these types of behavior that the teacher is con 
cerned in testing. Major emphasis unquestionably is placed upon the 
two most tangible types of outcomes—knowledges and skills. Hence 
interests and attitudes are dealt with in Chap. 11, which is devoted bi 
the subject-matter unit method of instruction, rather than in this 
chapter. 

Ruch listed steps in construction of informal objective tests W, 
well characterize the approach to testing in harmony with the daily- 
assignment method of instruction. Basic steps are the preparation ota 


s which 
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topical outline of content to be covered in the test and the selection for 
each topic of the most important facts. The remaining steps are con- 
cerned with the construction of the objective test items, their arrange- 
ment in a test, and determination of the degree of reliability obtained 
for the test as a whole. The steps outlined by Ruch may be applied with 
only minor qualifications to other types of tests appropriate under the 
caily-assignment method of instruction. 

The oral examination, the essay or traditional examination, short 
written quizzes, other written work, and the informal objective test are 
the instruments and techniques of most pertinence. Of these, the oral 
examination is highly questionable as a testing device except for a few 
my specialized uses. The essay test, short written quizzes, and other 
written work-are typically marked quite unreliably, but their reliability 
may be increased markedly by the use of considerable care in the con- 
Struction of questions, in their administration with more than usual 
Concern for the purpose involved, and in the marking of pupil responses 
a consistent and objectified manner. Basic informal objective item 
types fall under two major headings—recall and recognition. Sugges- 
tions for construction and scoring of the two recall types, simple recall 
and completion, and the three recognition types, alternate-response, 
2 nim and matching, should aid the teacher in the effective 

i m and use of these basic objective item forms. a 
|, NN mikiny practices under the daily-assignment metho 
C € from the traditional percentage pu iui T f 
Probably ^ Y ^ three or even only two distinct marks. X si 
athough the 120 scale of A, B, C D, and F or equivalent ee à , 
Eie of mn efensible percentage system 1s often dra a 
i maa equivalence: between percentages and letter marks. 7 
. € for obtaining composite achievement measures shou 


aid th : : ; 
€ teacher in the assignment of final course marks for his pupils. 
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DIVISION B 
METHOD BASED ON THE SUBJECT-MATTER UNIT 


Chapter 9. THE ORIGIN AND THEORY OF THE 


SUBJECT-MATTER UNIT METHOD 


The pattern of procedures that comes into play when teachers 
organize their work on a day-to-day basis was described in Chaps. 6 and 
1. It was shown that daily assignments are used when it is assumed 
that the school possesses a specific, well-defined body of subject matter 
~the mastery of which is more important for the pupils than any other 
ictivity in which they might engage at that stage of their development. 
What the school needs, it is felt, is a mass production method that will 
enable the teacher to expose the greatest number of pupils to the largest 
quantity of the designated materials in the time available for instruction. 
For many teachers throughout the history of education, the pattern of 
os associated with the daily assignment has met these specifica- 
ions, ) 

The assumptions underlying the daily-assignment method were not 
"HOUly challenged by educational theorists until the beginning of 
7 Twentieth century. Even today when some laymen and ade 
P eak of providing a better education for the youth of America, they 
n in mind merely the extension by 1 or 2 years of the total time 
o : pend in school. They assume that the eer wa Be 
Hone i k except that there is not ES 2 d 
Wqudliged Willing to give the prevailing educationa p d 

ed endorsement, however, for there are now some who belie 


Mat j : ; i 
i Mprovement can be secured only by offering a different kind of 
"struction, 7 


THE EVOLUTION OF METHOD BASED ON LARGER UNITS OF 


qM SUBJECT MATTER 
^ © Critics of the daily-assignment method point out that the pupil 
âs from four to six assignments to complete each day seldom 
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has much incentive left to explore interests or problems that lie outside 
of the prescribed limits. The result is a pernicious form of textbook 
learning without reference to the world of everyday concerns or the 
acquisition of necessary social skills and understandings. Herbart, whose 
description of the steps of learning did so much to formalize recitation 
teaching, strongly criticized the kind of teaching which so many of 
his followers have since practiced in his name. He is quoted as saying: 


I cannot refrain from wondering what sort of a process is being worked out 
in the heads of schoolboys who, in a single forenoon, are driven through a 
series of heterogeneous lessons, each one of which on tie following day, 
at the regular tap of the bell, is repeated and continued. Is it expected that 
these boys will bring into relation with one another and with the thoughts 
of the playground the different threads of thought there spun? There are 
educators and teachers who, with marvellous confidence, presuppose just 
this, and in consequence trouble themselves no further.' 


In the light of the above statement, it is difficult to understand why 
so much of the teaching that has been modeled after the doctrines of 
Herbart became little more than the daily repetition of a formal pattern 
of procedure. One may surmise, however, that the tremendous demand 
for public education experienced at the turn of the century forced upon 
educators certain makeshift arrangements. To staff the rapidly expand- 
ing schools, particularly on the elementary level, many young men and 
women who had but recently ended their own meager schooling were 
employed as teachers. There was no time available to acquaint these 
young people with accepted pedagogical theory and practice in an 
adequate manner. Professional training was provided in 6-week terms 
offered during the summer months or at some other time during the 
year that was convenient to those who were about to become teachers. 
When the supply of teachers began to overtake the demand, the length 
of the training program was increased, first to 1 year, then to 2 yea 
and more recently to the 3 or 4 years of study offered by the modern 
normal schools and teachers colleges. It is probable, however, that 1n 
the early days there was not time to develop the understandings 10W 
afforded in these more adequate programs. In fact, the prospective 
teacher at the beginning of the present century could be expected, mn 


*As quoted by Charles A. McMurry, The Elements of General Method, 
pp: 163-164, The Macmillan Company, New York, 1907. 
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a6-week term, to acquire little more than a pattern of procedures to 
be followed in each recitation. The steps of learning advocated by 
Herbart met this need for a pattern very nicely. Hence, thousands of 
teachers have followed what they believed to be the Herbartian theory 
of education not knowing that Herbart denounced the very formal 
procedures they developed by accepting only part of his educational 
views. 

Contributions to the subject-matter unit from Herbart. There is, then, a 
second aspect of the educational doctrines of Herbart that has special 
implications for teaching. This aspect has to do with the arrangement 
of subject matter into related units in order that ideas, particularly ethi- 
cal principles, might appear uppermost in the consciousness of the 
pupils. Herbart believed that the masses of sensory experiences, whether 
guned while at play or in the classroom, provide the basis for ideas 
vhich give direction to the future behavior of the individual. An idea, 
according to Herbart, is a generalization drawn from a number of re- 
hited sensory experiences. The primary function of the school is to 
Be that each pupil acquires a suitable collection of such ideas so that 
fs Subsequent behavior will be virtuous. Herbart felt that ideas of 
re would result from a broad background of knowledge—through 
building up the “many-sidedness of interest,” not only in what is indi- 
uu and subjective, but also in what is social and objective. That is, 

** pupil becomes virtuous, not merely through acquiring ideas of 
B by acquiring in addition ethical ideas to govern his n 
D. others in the affairs of everyday life and in the poc 
Br terials and the application of mechanical dior ie 

bctrines zy. One of the men who helped introduce the E ar n 
vB in a stressed the importance of this E z we 
Mi CM the moral, character-building aim ... shou Id 
E od P aen aa subordinating all other purposes : 

ominate in the choice, arrangement, and method o 
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these ideas stand out as "centers of influence." This assumption points 
the way to the Herbartian doctrine of correlation. That is, the ideas of 
virtue that are to give direction to individual conduct are to be cen- 
ters or nuclei around which all subject matter and instructional ac- 
tivity are to be organized. One may assume that these ethical ideas are 
the generalizations, or moral principles, which good teachers at all 
times have attempted to impart to their pupils. The difference is that 
Herbart would develop the ideas inductively by first giving the pupil 
the knowledge and experience out of which the ideas grow whereas 
the others were inclined to present them as generalizations already 
made. This throws some light on the arguments waged in educational 
circles over the relative merits of the “inductive” and the “deductive” 
methods of teaching. 

Correlation, then, calls for the presentation of the items of subject 
matter and other learning experiences in a relationship that will lead 
logically to the ethical idea or ideas for which the teaching is under- 
taken. It follows that if ethical ideas are to be the centers of instruction, 
the organization of subject matter will follow of necessity a pattern that 
differs somewhat from the logical sequences used in the daily-assign- 
ment method. Three types of organization were suggested. 

Correlation within Subjects. The first type provides for the organiza- 
tion of related items of subject matter within a given subject. Here 
Herbart rejected the prevailing practice of treating each item of sub- 
ject matter as though it were of equal importance with every other 
item, thereby denying the pupil an over-all view. Instead, the field 
of knowledge should: 


- . resemble a mountainous district rather than a plain. To get the broadest 
views one must climb the highest ridges and summits. The knowledge em- 
braced in any one branch of study is not to be considered as a miscellaneous 
accumulation of facts, nor even as a well-ordered but monotonous series of 
facts, to be simply memorized or stored away; but it is a field of conquest 


which can be best brought under control by taking possession of its strong, 
strategic positions.* 


The implication here is that once a strong point has been established 
the surrounding details may be filled in as needed. This point of view 


* Charles A. McMurry and Frank M. McMurry, The Method of the Recitation, 
P. 246, The Macmillan Company, New York, 1909. Italics in the original. 
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is supported in the opening pages of the book from which the above 
quotation was taken: 


The mastery of the general truths of a study must remain the direct purpose 
of instruction in each branch of knowledge. These truths are what are 
known in psychology as general notions or concepts. They are the centers 
around which the knowledge of any subject is grouped and classified. It is 
the mastery of these rules and principles, and the ability to apply them, that 
are constantly aimed at in all the best school work.* 


McMurry suggested several topics of this general nature around 
which the details of information in a given subject might be organ- 
ied. A topic in geography, for example, might be “The Hudson 
River” or “The Falls of Minneapolis.” In botany, a study built around 
the topic of “The Apple Tree” would relate much material into a uni- 


fed system which might otherwise lose significance if treated in isola- 
tion, 


The treatment of the apple tree in this manner would involve the time of 
several lessons, running through several weeks, with observations, excursions, 
te, It would reach deep into the subject of plant life and growth, and turn 
Up new soil in every lesson.? 


The organization of instruction on the basis of units of work in history, 


. Agebra, chemistry, and in other subjects probably developed from this 


tmphasis on correlation. 

Correlation between Subjects. In the second type of correlation, an 
ort is made to bring related materials from two or more subject- 
Matter fields to bear upon the development of a given idea. 


s enna principle here is that what is learned and drilled upon in 
and m. 2. learned for the purpose of applying it in all other recitations 
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given time. With proper planning, a class might study the literature 
of Colonial America at the time they are learning about the historical 
and the geographical aspects of the Atlantic coastal regions. Thus, 
whatever ideas or generalizations are developed in one subject could be 
related to the knowledge presented in each of the other two subjects. 

An interesting outgrowth of this type of correlation was the culture- 
epoch movement. The advocates of that basis for organizing the cur- 
riculum believed that as individuals grow they relive the history of 
the race. The subject matter presented by the school should there- 
fore reproduce in chronological order the major cultural stages through 
which the human race has passed in its long history. According to 
this view, very young children should be introduced first to the cul- 
ture of primitive societies, learning their social forms and imitating 
their institutions, play, and manner of living. This should be followed 
by a similar introduction to nomadism, the city state, the Roman Em- 
pire, medieval feudalism, and so forth. The particular epoch under 
consideration would thus provide the subject matter for instruction in 
studies such as reading, language and literature, history, geography, 
music, and drawing. In other words, the culture epoch would provide 
the basis for inter-subject correlation. “Cooperative” units and stud- 
ies, “integrated” studies, and “fused” courses represent more recent 
attempts to provide inter-subject correlation. 

Correlation between School and Nonschool Experiences. A third 
type of correlation was proposed to develop relationships between 
things studied in the classroom and the experiences of everyday living. 
Tt was argued that only as these relationships are developed and the 
ideas of morality and conduct are given practical application can the 
pupil be expected to learn to live virtuously outside of the classroom. 
Furthermore, the practical applications will also help the pupil to under- 
stand and to grasp the subject matter by means of which the school 
attempts to develop the general truths and ethical ideas. 


The prime mistake in nearly all teaching and in the textbook method is in 
supposing that the great truths are accessible in some other way than through 
the concrete materials that lie properly at the entrance. The textbooks are 
full of the abstractions and general formulae of the sciences; but they Ca» 
in the very nature of the case, deal only in a meagre way with the individual 
objects and facts upon which knowledge in different subjects is based. This 
necessary defect in a textbook method must be made good by excursions, by 


THE METHODS WE USE 199 
personal observation, by a constant reference of lessons to daily experience 


outside of school, by more direct study of our surroundings, by the teacher 
perfecting himself in this kind of knowledge and in its skillful use.® 


And in a slightly different context, it is stated that: 


interest in every study is awakened and constantly re-enforced by an ap- 
peal, not to books, but to life. . . . This is not a question of interest merely, 
but of understanding, of capacity to get at the meaning of an idea. Concepts 
ate not the raw materials with which the mind works, but they are elabo- 
nted out of the raw products furnished by the senses and other forms of 
intuition. 


On the strength of the views stated above, the educators who ad- 
vocated correlation condemned unmercifully the prevailing practice of 
teaching subject matter in isolation. These educators pointed to the 
fict that it is only in the schoolroom and in the scientific texts that one 
fnds items of potentially useful information presented without refer- 
ence to the practical situations where that information can make a 
P. tribution. It was argued that if children learn only to recognize 
things in their scientific form and isolation in the schoolroom, how 
E they be able to disentangle the actual relations of life? Therefore, 
why should the school present as isolated bits of information “those 
things Which in the common experiences of men are bound together by 
many important and vital links of connection"? ? 

The Effect upon the Curriculum. The influence of the doctrine of 
correlation, with its emphasis on the development of concepts or ideas 
h en relating the classroom activities to life out of school, led to 
ee ration of new curricula and courses of study. A eee 
tivine ; Principles, selected because they were judged capable x 
the oe guidance to the pupil’s future conduct, came jo Na 
clustered Ca around which lesser items of ur ice 
stems un p activities became organized x S Mores 
Mastery o s ated materials and thereby began to replace ae p i 
Necessary "o items of knowledge. These newer PS Ao d 
*yond the = the time devoted toa single assignment to a 

imits of the daily recitation. A week or even month mig! 
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now be required to cover adequately one of these larger units of sub- 
ject matter. This development has been identified as one of the first, 
if not the first, of the many “unit” plans that have been proposed since 
that time." 

The phrasing of the central idea around which instruction was to be 
organized soon became a matter of importance to the teacher. A chal- 
lenging statement of the unit topic could arouse pupil interest or serve 
as a “‘lodestone” to direct the study activities of the individual pupils. 
Hence, the central idea of the unit frequently was given the form of a 
question to be answered or a problem to be solved. When the central 
idea was stated in the form of a question or problem which could be 
answered or solved on a mental plane, the instructional procedure came 
to be known as the "problem" method. When it involved the solution 
of a problem or the consummation of a purpose in its natural setting, 
particularly if it dealt with the actual construction of something, such 
as building a table or making a dress, the procedure came to be labeled 
a "project." 1? If the pupils worked under the direction of a teacher 
who helped them, not only to find the answer or solution they had been 
assigned, but also how to go about finding the answer, the procedure 
was sometimes called "supervised study." When the work was done in 
the classroom during time usually set aside for recitations, the procedure 
was labeled the “laboratory” method.'? 

This description of the several types of procedures that have grown 
out of the Herbartian doctrine of correlation is, obviously, oversimpli- 
fied. The advocates of any one type may claim with some justification 
that the description given here can be misleading. There seems to bc no 
basis for disagreement, however, with the conclusion that the Her- 
bartians insisted that every lesson must have a purpose or objective 
that is clearly recognized by both the teacher and the pupils. In time 
these objectives were identified as the major ethical ideas, topics, and 


11 Jean M. Alexander, “Influence of Pedagogical Scholarship on Methods: from 
Herbart to Morrison," Historical Approach to Methods of Teaching the Social 
Studies, p. 22, Fifth Yearbook of the National Council for the Social Studies 
McKinley Publishing Company, Philadelphia, 1935. 

?? Martin J, Stormizand, Progressive Methods of Teaching, p. 144, Houghton 
Mifflin Company, Boston, 1924. 

18 For a more detailed description of these methods, see Walter S. Monroe and 
Arlyn Marks, “General Methods of Teaching,” Educational Administration a 
Supervision, XXIV:497-512, October, 1938. 
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principles around which lesser information was to be organized. To 
deal with these larger units of subject matter, it became increasingly 
apparent that a longer time span was needed than that provided for 
the conventional daily assignment. Thus, assignments were intro- 
duced that were intended to engage the class for a week, a month, or 
even for a longer period of time. It is these longer assignments that 
have come to characterize unit teaching in the minds of laymen and 
frequently of inexperienced teachers as well. 

Contribution from the scientific study of human personality. As stated in 
Chap. 4, the theory that all secondary-school pupils would benefit from 
the same studies, pursued in the same way, prevailed until the begin- 
ting of the twentieth century. The Committee of Ten was quoted as 
supporting this view in a report published in 1893. At approximately 
the same time, however, scientifically controlled inquiries were being 
made into the nature of human personality and the reasons for the dif- 
ferences in behavior that had been observed. The names of Wundt, 
Galton, and Cattell are prominent among those who were engaged in 
these studies, The work of Binet, who believed he could find a basis 
for distinguishing between children who can learn and those who can- 
hot, was described briefly in Chap. 3. It will be recalled that he pro- 
ceeded on the assumption that there is a sharp distinction between the 
feeble-minded and the normal and that this distinction is present from 
infancy. He was spurred on by the thought that substantial savings 
ES P realized if the two groups could be separated at a us kn 
hist ; were offered to the normal group only. jd z 
Eu E jm purpose which came to be used m e dd 
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ing is to be terminated. Data showing the wide range of abilities rep- 
resented in a typical high-school population were presented in Chap. 3. 
They demonstrated the existence of differences among pupils with 
respect to the kind of learning in which they can engage with profit, 
as well as differences with respect to other traits such as interests, 
purposes, and the general level of physical, mental, social, and emo- 
tional development which exist in typical classroom situations. In the 
light of these data, the practice so strongly recommended by the 
Committee of Ten that all pupils in a given class should be treated alike, 
cannot be justified except in cases where it is demonstrated that the 
supposed homogeneity does exist. It is now known that such cases are 
the exception rather than the rule, and educators have been stimulated 
by that knowledge to seek classroom procedures that will make pos- 
sible the adjustment of study assignments to fit the personal require- 
ments of each pupil. 

Some Early Attempts to Individualize Assignments. One of the first 
educators to make a practical attempt to adjust instruction to the ca- 
pacity of the pupil was Preston W. Search, superintendent of schools 
of Pueblo, Colorado, from 1888 to 1894. His solution consisted of abol- 
ishing nearly all recitations and homework and of supervising the study 
of pupils in school. Each pupil worked at his desk and advanced through 
his textbooks at his own rate. In this plan, the teacher served as a 
guide or helper. He made individual assignments tailored to the ability 
of the pupil, offered help as needed, and later checked upon the pupil’s 
progress with the assignment.” In this manner, “each pupil found it 
necessary to master each line of Latin," but each pupil progressed at 
his own rate, "the fastest pupils completing 140 chapters while the 
slowest completed only 40 chapters." 

In 1913, Professor Frederic L. Burk, president of the San F rancisco 
State "Teachers College, introduced a plan on the elementary-school 
level that abolished class recitations and group assignments, and pro- 
vided each pupil with self-teaching instructional materials. The work in 
arithmetic, for example, was broken up into topics, or units. Each unit 
was so written that the pupil was given the directions needed to do the 

15 Preston W. Search, An Ideal School, D. Appleton-Century Company, Inc., 


New York, 1901. For a brief account, see C. S. Parker, Methods of Teaching ™ 
High School, pp. 366-379, Ginn & Company, Boston, 1920, 
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exercises on his own. When he had completed the work, a test covering 
that unit was provided. If the pupil passed the test satisfactorily, he was 
given the booklet covering the next unit. The well-known Winnetka 
Plan developed by Carleton Washburne, one of Burk’s students, is a 
refinement of the system originated by Burk. 

A similar procedure was developed by Miss Helen Parkhurst at 
Dalton, Massachusetts. In 1920, she was given an opportunity to put into 
practice in the Dalton High School the theories she had been develop- 
ing fora number of years. Her system of instruction is now known 
a the Dalton Laboratory Plan and is used in the private schools she 
operates, as well as in a number of other schools. As in Burk’s plan, 
the conventional subjects are broken up into units or “contracts,” and 
each pupil is expected to work his way through the several series of 
contracts at his own rate, There are no recitations of the familiar type; 
but each classroom is furnished with books and other study materials 
related to a given subject. Thus, one room may be a mathematics “lab- 
oratory,” while another is furnished as a social science laboratory. Each 
liboratory is supervised by a subject specialist. A pupil may go from 
liboratory to laboratory, use the study materials found there, and con- 
sult the specialist in charge as he needs in order to fulfill his contracts. 

A distinctive feature of the Dalton Plan is the responsibility that is 
placed upon the pupil for planning his work. Not only must the pupil 
map out the work that he expects to complete in a given period of 
M ent a month, but he must also plan each sd ae 
ad or that day. This budgeting of time and n is, z p * 
cr oo by the staff, and the progress of eac 1 5 D 
nor da commitments is carefully noted by means 0 
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which the pupil is to develop the social skills, appreciations, and at- 
titudes that make for a well-rounded personality and a competent 
citizen. 

The Burk, Winnetka, and Dalton Plans represent efforts to break out 
of the rigid framework that was forcing schools to treat all pupils as 
though they had the same abilities, interests, and needs. Each plan was 
designed to provide freedom for the pupil to progress at his own rate 
and, to a limited degree, to emphasize studies within his area of inter- 
ests and aptitudes, even at the expense of other studies. The success of 
these efforts to individualize instruction stimulated the development 
of other innovations, most of which made use of the technique of 
breaking up courses of study into smaller teaching units. To many edu- 
cators, these newer “units of subject matter” promised the flexibility 
needed to adjust the work of a given pupil to his own ability and needs 
without making it necessary for him to lose sight of the major topic 
or idea which was being pursued by the class as a whole. 

The sociological influence on the development of subject-matter units. A 
third influence that helped give direction to the development of the 
subject-matter unit came from the educational theories of John Dewey. 
Dewey, who was born in Vermont in 1859, was influenced in his 
student days by the psychological theories of Herbart. This fact is re- 
flected in his early writings on the subject of psychology.” Although he 
soon found the Herbartian psychology to be inadequate, Dewey shared 
Herbart’s interest in education as a means of preparing individuals to 
live in a constantly changing social environment. At that time, the need 
for this type of education was only beginning to be recognized, al- 
though the need was becoming acute as a result of the accelerated rate 
of change brought about by industrial developments and the growing 
emphasis on the growth of the individual, Dewey’s concern was not 
merely to help the individual to adjust to a given social and physical 
environment, but rather to help him give direction to the stream of en- 
vironmental changes into which real life, as contrasted with the arti- 
ficial life of the traditional classroom, plunges him. Dewey believed 
that the habits, skills, and facts which have been found useful by 4 
previous generation, and which constitute the subject matter of the 
traditional school, are not likely to be of equal value to the present 
generation of pupils. Their needs in some instances may call for new 


“See John Dewey, Psychology, Harper & Brothers, New York, 1887. 
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institutions, customs, and regulations. The emphasis in education, there- 
fore, should be on developing the ability to create better forms of liv- 
ing rather than upon memorizing and practicing old habits and skills 
without placing these under critical examination. 

The School as a Simplified Society. To develop creative ability, that 
is, to develop control in a dynamic world, pupils need a social environ- 
ment within which their ability to shape the kind of world they want 
and need has an opportunity to grow. According to Dewey, the school 
should provide that kind of environment. It should be flexible, of the 
pupils own shaping, and developed by the pupils in response to the 
interests and concerns that are of importance to them. As time goes on 
and the pupils mature, their interests and concerns will change accord- 
ingly, Hence, there will arise from time to time a need for new social 
arangements. By their own decisions, the pupils will be put to the 
task of devising arrangements that are more satisfying than the ones 
they have outgrown. This form of self-direction is identical with that 
Which is called for in a mature, democratic society. Intelligence comes 
into play when the participants select their arrangements on the basis of 
the results that are expected, and when they are willing to retain or 
discard arrangements on the basis of the results they produce. Intelli- 
gence, according to this view, is not some capacity Or ability acquired 
i Com and which remains unchanged did um 
hgh sch M but is developed through practice. In line y ks ii , 
Xilithe A pupils normally would not be expected to dea P S d 
npe problems of a large business venture. xe ata ee 
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of corporations as having greater value for the pupils than the study of 
the management of the school cafeteria. 

Education as Experience. According to Dewey, the best form of edu- 
cation is not a preparation for life—a process during which the pupil is 
stuffed with facts and information which might or might not come in 
handy at a later date—but is living at its best today. This is a rejection 
of the Herbartian emphasis on the systematic mastery of the subject 
matter of the natural and social sciences. In place of the teacher-directed, 
methodical march through the logically arranged subjects, Dewey called 
upon the school to foster the active participation of pupils in fash- 
loning their common life. Learning activities, hence, become real-life 
activities, and the school environment becomes a social community 
fashioned along democratic lines. 

In 1896, Dewey put his educational theories to the test in the Lab- 
oratory School at the University of Chicago. This experiment gained 
wide recognition and stimulated other experimental projects. In addi- 
tion, Dewey's books, notably, School and Society and Democracy and 
Education, in which he expressed his educational theories, helped to es- 


tablish social competence as one of the major objectives of democratic 
education. 


THE SUBJECT-MATTER UNIT METHOD TODAY 

The three objectives of subject-matter unit teaching. Twenty years ago, 
a teacher who conscientiously sought to comply with the leading edu- 
cational theories of that day was faced with a difficult problem. Schools 
by tradition were concerned primarily with the task of conducting 
pupils through the conventional subjects. The Herbartian doctrines of 
correlation did not quarrel with that purpose, but urged that the sub- 
ject matter be presented in larger bodies of related materials. The psy- 
chologists, on the other hand, presented persuasive evidence to demon- 
strate the need for the individualization of instruction. They no longe 
considered it democratic to expect all pupils to profit equally from 
identical assignments uniformly administered. Finally, the educational 
philosophers and sociologists thought it necessary to provide exper ica 
in the various forms of social activities, These three objectives, provid- 
ing for the mastery of subject matter, adjusting learning activities to the 
ability and needs of the individual pupil, and providing experiences that 
will develop competence as a member of a democratic social group» 
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could not be achieved in the traditional pattern of instruction based 
upon the assignment of study tasks in daily installments. New pro- 
cedures were called for, and in the hands of those who wished to 
achieve all three objectives simultaneously, a new pattern of procedures 
-the subject-matter unit method—emerged. 

Early attempts to coordinate the three objectives. The Extracurriculum. 
The modern forms of the subject-matter unit method did not emerge 
full blown, For a time, schools attempted to keep the subject-matter 
mastery and the socializing aspects of teaching in separate categories. 
A program of extracurricular activities was provided to take care of 
the latter, while the regular classroom activities provided for the 
former, In most instances there was no effective plan formulated to 
coordinate the curricular and the extracurricular activities. Teachers 
were employed on the basis of their ability to teach subject matter. 
Their extracurricular assignments were regarded by the teachers and 
the community alike as something that had been added to an already 
full load, or as “sugar coating” to make schooling tolerable to pupils 
nm might otherwise flatly refuse to endure the regular program of 
instruction, This was true particularly in the many schools that pro- 
oo of athletics primarily to keep in school Ae 
" E a otherwise. Extracurricular activities rs ea 
«scie arte manner were doomed to fail. They satisfied m : 

of the pupils nor the purposes of the educators who argue 
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CMM E The Winnetka Plan, previously map i REN 
Bii a. o and the Dalton Plan, offered a Ms ard 
a E ` 5s three educational objectives simultaneously. a ed 
a E. aere are two types of subjects that make up the 

culum. The first type includes subjects like mathematics, 


na 4 7 
& grammar, and chemistry which represent specific facts, skills, 


5 zo B Pana 
fe cesses that are the necessary tools for carrying on the activities 
ple t udies in school 


ind college TI and particularly the more advanced st ex E 
must m hese studies represent the subject matter qe sar 
allowin = breaking up this subject matter into related “uni ee 
Wn E “ach pupil to progress through the sequence of pu E n 
chapte ~a procedure that was described in some detail earlier 1n ' 
‘the advocates of the Winnetka Plan felt they could achieve 


0 of i , 
the three objectives of the subject-matter unit method. That is, 


208 FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


the mastery of the essential subject matter would be achieved by each 
pupil, and the rate of progress as well as the kind and amount of mas- 
tery would be adjusted to individual ability and needs. Roughly, one- 
half of the school's day is set aside for instruction in these tool subjects. 

The remainder of the pupil's time, under the Winnetka Plan, is set 
aside for the second type of subjects. This type includes literature, the 
social sciences, the conventional extracurricular activities, and “cul- 
tural” studies. All of these help to acquaint the pupil with his social 
heritage and thereby help him become an intelligent citizen. It is 
obvious that the pupils need not develop identical literary interests or 
social skills, because good citizens vary greatly with respect to these. 
It was recommended, therefore, that the learning activities in this cul- 
tural group of studies and activities should be carried on in an informal 
social atmosphere and to a large measure should be directed by the pu- 
pils themselves. Thus, a literature class studying types of recreational 
reading might break up into committees with each committee assuming 
responsibility for studying and reporting upon only one type of ree 
reational reading materials. Planning the class activities and making 
individual assignments, carrying out the assigned responsibilities, work- 
ing with others, and fulfilling responsibility delegated by the group thus 
would provide many opportunities for acquiring socializing experiences 

"Thus it was planned that the third objective, that of providing exper 
ences in group living, should be achieved in a recognized and regular 
part of the curriculum. The socializing activities were not to be “edu- 
cational orphans,” as in the extracurriculum, but an integral part of the 
regular school program. Teachers were employed on the basis of their 
own social competence as well as on their subject-matter achievements. 
Their pay and teaching load recognized instruction in these cultural 
areas as on a par with instruction in the tool subjects. The success of 
the plan in Winnetka, Illinois, where it was developed, did much to 
awaken the concern of teachers and administrators throughout the na- 
tion for a broader and better balanced program of instruction. 

The Learning Unit. The Morrison Plan represents a further effort t0 
develop an integrated procedure to achieve the three educational ob- 
jectives of subject-matter unit teaching. This plan was developed by 
Henry C. Morrison, who served as a superintendent of schools an 
the commissioner of education in New Hampshire, and later a$ pies 
fessor of education at the University of Chicago. As in the other plans 
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that have been described, Morrison made the mastery of subject matter 
the primary objective of instruction. His plan called for the organiza- 
tion of the things to be learned—the facts, skills, operations, apprecia- 
tions, and understandings that have their origin and existence apart 
from the learner—into integrated wholes or “learning units.” He defined 
a learning unit as “. . . a comprehensive and significant aspect of the 
environment, of an organized science, of an art, or of conduct, which 
being learned results in an adaptation in personality." 18 The teacher's 
first responsibility, according to Morrison, is to determine the several 
learning units that constitute the course of study in a given subject. 
Atypical unit in a course in elementary science would be organized 
wound a topic, such as, “The Earth in Which You Live,” or “Our 
Water Supply.” In a course in elementary mathematics, a unit might be 
built around topics like “The Concept of Line Segments” or “Indirect 
Measurement,” History courses readily lend themselves to this type 
of unit organization, with topics such as «Primitive Man,” “The French 
Revolution,” and “The Rise of Modern Democracy” virtually suggest- 
ng themselves to the searching teacher. 

Having selected the learning unit and decided upon the nature and 
amount of materials that should be included, the teacher was directed 
Er à specific teaching procedure. This de: of T 
ie E mastery formula," provided for a series o Wiss ing E 2 
o à ‘s+ + pre-test, teach, test the result; adapt proce ia vr 
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the basic materials contained in the unit. In the meantime, the more 
able pupils would have achieved suitable mastery and would have 
been assigned to related materials of a supplementary or enrichment 
nature. 

The Morrison Plan provided for the individualization of instruction 
as well as the mastery of subject matter by means of the mastery for- 
mula. The socializing objective was provided for through a variety of 
devices used in the teaching and reteaching steps. It was expected that 
the teacher would employ a variety of student activities such as student- 
led discussions, committee assignments, field trips, and the planning and 
use of study materials not usually located in the classroom. Also, the 
pupil was expected “to re-act as effectively as may be to the content 
of his learning.” In this culminating stage, after each pupil had assim- 
ilated the materials of the unit in his own way and at his own rate, the 
class would again be brought together to organize the materials into 4 
coherent whole and to appraise it in terms of the new attitudes or 
meanings the materials studied now made necessary. This is a form of 
group thinking and group participation—an essential part of the demo- 
cratic process—seldom provided for in the teaching patterns previ- 
ously described. 

Compared with other “plans,” the Morrison Plan was well received 
by secondary-school teachers. In 1932, there were 737 secondary 
schools that reported the use of the Morrison Plan or some modification 
of it. This was approximately 9 per cent of the secondary schools sur- 
veyed.” 

A modern form of the subject-matter unit method. After carefully study- 
ing these and other unit plans, some of which are being used success- 
fully by secondary-school teachers today, Umstattd has integrated the 
desirable features of each into a single pattern of procedures which may 
be said to describe subject-matter unit teaching at a high level of de- 
velopment^ The Umstattd pattern has four major divisions, with 
wide variations in the specific activities that may be included under 
each. The four divisions or parts are listed and briefly described in 
the section that follows. 


4 ? Roy D. Billett, “Provision for Individual Difference, Marking, and Pron 
tion,” National Survey of Secondary Education, Monograph 13, Office of Bde 
tion, Bulletin 17, p. 9, U.S. Government Printing Office, Washington, D.C., 193 


* J. G. Umstattd, Secondary School Teaching, rev. ed., Chap. IX, Ginn & Com- 
pany, Boston, 1944, 
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The Introduction and Attack. The first of these divisions is the “In- 
troduction and Attack.” In this phase of the unit, the class as a whole is 
introduced to the major or “unit idea” around which the unit is to be 
organized and the study plan formulated. Some teachers prefer to do 
al the initial planning and to use this phase merely to motivate the 
pupils and to make the assignments. Others may outline the topic, of- 
fering as suggestions some interesting aspects that might be explored, 
but leaving to the class the task of developing their own detailed plan of 
attack, The purpose of the introduction and attack phase obviously is 
to acquaint each pupil with what is to be done and to make available 
a plan for doing that which is to be done. One class period or five may 
e needed to accomplish this purpose, depending upon the nature of the 
unit and the method of approach the teacher wishes to use. 

The Study-work Period. The second phase is the “Study-work” 
period, In this division may be included any activity in which pupils 
are to engage to achieve the ends set up in the “Introduction and At- 
ack.” Frequently as much as 60 per cent of the time scheduled for a 
iven unit is spent in this phase. Some teachers may elect to spend 
Bor all of this time in class meetings and to supervise the work ac- 
ities very closely. Others prefer to have no class meetings but to 
n use the time of the scheduled class periods v. TA 
Sis eetings, committee meetings, field trips, interviews a 3 
Pila or any other appropriate activity that will serve to gi 

mastery of the central unit idea. : 
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Some form of evaluation activity should be provided. This phase of the 
unit is named, appropriately enough, the “Appraisal of Outcomes." 

Within these four divisions of the subject-matter unit method, there 
is ample room for teachers to include whatever procedures and activi- 
ties seem most appropriate for a given class, or to achieve special 
desired individual or group outcomes. Teachers are free to make ad- 
justments and adaptations to fit their own requirements and ideas. In 
fact, two teachers may employ vastly different techniques and still have 
their procedures properly classified as belonging within the pattern of 
the subject-matter unit method. That is, the procedures have in com- 
mon the following characteristics: 


1. The subject matter of the unit acquired its status as a unit "independent 
of the learner or of any group of learners." ?* 

2. The scope of the unit is usually so large that it cannot be mastered 
within the time limits customarily allotted to a daily assignment, including 
the class period traditionally set aside for the recitation. 

3. The unit topic is so broad and the time schedule is so flexible that 
pupils may be given individual assignments in keeping with their ability or 
special interests. 

4. The flexibility of the unit pattern makes it possible for teachers to 
introduce planning, work, or discussion activities similar to those in which 
adult members of a democratic community engage. 


In this manner three major objectives of modern educators, namely, 
the mastery of essential subject matter, the individualization of in- 
struction, and the participation by pupils in desirable social activities, 


are provided for simultaneously in the pattern of the subject-matter 
unit. 


SUMMARY 

The daily-assignment method was described in Chaps. 6 and 7 asa way 
in which some teachers seek to transmit a specific body of subject mat- 
ter. For these teachers, the pupil’s mastery of that subject matter is the 
primary objective of the educative process. In this chapter it was shown 
that the early advocates of the subject-matter unit method had no 
quarrel either with the objective or with the particular body of knowl- 
edge, skills, and understandings thought to be important. However 


* Hollis L. Caswell and Doak S. Campbell, Curriculum Development, p. 40^ 
American Book Company, New York, 1935. 
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they did call for the presentation of subject matter in large, related units 
instead of item by item as in the daily-assignment method. The basis 
for this newer organization of curricular materials was provided by the 
Herbartian doctrine of correlation. 

The unit organization of subject matter soon was adopted by those 
educators who were secking ways to adapt instruction to the ability 
of the individual pupil. Out of this movement emerged the Burk, Win- 
netka, and Dalton Plans. Somewhat later the educational theories of 
John Dewey encouraged teachers to look upon the development of 
social competence as a desirable educational outcome. Greater flexi- 
bility in instructional procedures was called for to accommodate the 
variety of activities that were to provide pupils the necessary social 
experiences. The unit organization again seemed to meet this need, and 
Was seized upon as a framework within which pupils might engage in 
Variety of activities while pursuing a common purpose. 

The modern subject-matter unit, therefore, is a method of teaching 
that is employed to achieve three educational outcomes. They are: 
(a) the mastery of a designated body of subject matter, (b) the indi- 
Vidualization of instruction, and (c) the development of social skills 
and Understandings by means of participation in selected activities. 
These objectives may be sought separately or simultaneously. One mod- 
a ‘i the subject-matter unit method € four ee om 
d A y, (a) introduction and attack, (b) stu ru ; ho 
Vm application, and (d) appraisal of outcomes, : ee ae 
E d is of such a size that it will Wi t T dico 
which the eral weeks. Occasionally the length of t k Par ade 
eprin; I is assigned may be extended or even doul e i im t 
ini st * orientation that provides unity to the a d hr 
(os m rom a body of subject matter that has been p 
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Chapter 10. THE SUBJECT-MATTER UNIT 
METHOD IN ACTION 


In the preceding chapter it was shown how the traditional method of 
teaching, which was based on the daily assignment of subject matter to 
be learned or exercises to be covered, came to be replaced in many 
Clisstooms by a newer type of teaching. The change was brought about 
by avariety of factors. Chief among these were the psychological stud- 
is which show that subject-matter mastery takes place more readily 
when there is a logical connection or relationship between the several 
items to be learned, and when they are presented with due considera- 
tion to the maturation and ability of the learner. Other studies have pro- 
duced evidence to show that there is great diversity in the chrono- 
logical ages at which individuals reach a given maturational level, as 
well as in the abilities, interests, and needs presented by an unselected 
Soup of individuals at such a level. It follows that equality of educa- 
p opportunity, a major consideration in a democratic society, can- 
Not be realized with a method that expects pupils to progress at a Eo 
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THE OBJECTIVES OF THE SUBJECT-MATTER UNIT METHOD 


From this brief statement concerning its origin, it should be clear 
that the outcomes sought through subject-matter unit teaching are 
threefold. First, it is expected that pupils will master a particular body 
of subject matter that has been prescribed for them. On this point there 
is no quarrel with the daily-assignment method. Second, it is insisted 
that there shall be equal opportunity for each pupil to emphasize or 
stress that aspect of the prescribed subject matter which has greatest 
value for him at his particular maturational level, that is, there shall be 
differentiated assignments within the unit based upon the abilities, 
needs, and interests of the individual pupils. Finally, the social needs 
of all the pupils shall be served by providing them opportunities to en- 
gage in activities that call for group participation. 

Some characteristics of the subject-matter unit method. Any teaching 
method that can accommodate these three purposes must of neces- 
sity be so adaptable that many variations of the basic pattern will be 
found. Studies made in the field of unit teaching have verified this 
assumption. There are, however, certain characteristics which are 
common to the several variations. 

The subject-matter unit is essentially a large body of subject matter 
—knowledge, facts, and. skills—the constituent parts of which have a 
logical relationship to some central topic or problem. It is this relation- 
ship to a common point of reference that provides the element of unity. 
The fact that the teacher, rather than the pupils, selects the point of 
reference around which the unit is to be developed distinguishes this 
type of unit from the experience unit which will be considered later. 

The body of subject matter which constitutes the unit is assigned to 
be studied as a whole, even though it cannot be covered in the time 
formerly set aside for one lesson. As a consequence the time set aside 
for a single unit may extend over several days or weeks. 

To accommodate differences in ability, need, and interest, aS well 
as to provide opportunities for developing social skills, units may 1- 
clude a variety of pupil activities. Individual assignments may be given 
to fit the requirements of the particular pupil for whom they 4° 


_ ` Roy D. Billett, “Provisions for Individual Differences, Marking, and Promo- 
tion, National Survey of Secondary Education, Monograph 13, Office of Educa- 
tion, Bulletin 17, U.S, Government Printing Office, Washington, D.C., 1933. 
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intended. Thus, the slow reader may be directed to materials that are 
written on a level he can grasp. The artistic pupil may be encouraged 
to prepare a mural which will portray in graphic form the major ideas 
covered in the unit, Committees may be appointed to investigate this 
special topic or to carry out that particular project. There may be 
planning activities, rescarch activities, and construction activities. Some 
of these may be carried out by individuals, others by small groups, and 
still others by the class as a whole. 

Many of the activities now included in units cannot well be carried 
on in 45-minute installments, the time allotted by the conventional 
class period. In some schools, therefore, the class periods set aside for 
unit teaching have been lengthened, or two or more periods have been 
combined, 

There are several unit patterns in use today, each of which has its 
own merits, One pattern that seems to be well recommended calls for 
the development of the unit in four distinctive stages, each stage hav- 
Ing its own type of activities. These stages are: 


l. The introduction and attack stage 
2. The study-work stage 


i The integration and application stage 
- The appraisal of outcomes stage 


The Success of teaching by the subject-matter unit method is meas- 

ured primarily by the amount of the prescribed subject matter that 
s been mastered by the pupils. Mastery is indicated by the number of 
a E E. been learned, the skill or skills that have been devel- 
m the ideas, understandings, and appreciations that have been 
as a result of the activities in which the pupils have engaged. 


Giles PLANNING THE UNIT 
ing han the unit. As stated above, the teacher is responsible for select- 
times M anning the subject-matter unit. Although pupils may NH 
details pom an opportunity to participate in the planning of certai 
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be made upon large units of related materials, the work to be covered 
during the term or year must be broken down into appropriate sub- 
divisions. In recent years some curriculum makers and textbook writers 
have recognized the trend toward unit teaching and have organized the 
materials as a series of units, that is, the major topics have been sug- 
gested and the lesser materials have been related to them in a manner 
that facilitates the development of units of work. The New Hampshire 
course of study for modern European history, grades 10 or 11, is an 
example. In this outline the work for the year has been divided into 11 
units and the major problems in each unit have been designated. Unit I 
is entitled, “How the French Made a Revolution and Established a Re- 
public Which Did Not Last.” The major questions or problems to be 
touched upon are: 


1. What were the economic, social and political conditions in France and 
the rest of Europe during the cighteenth century? 

2. How and why did the people get control of the French Government 
and abolish the customs of previous years? 

3. What conditions made it possible for Napoleon to become emperor? 

*. How did Napoleon enforce and spread the ideas of the French Rev- 
olution? 


5. What were the causes of Napoleon's downfall? ? 


The other unit topics are: 


How the Industrial Revolution Created Problems for the Nations of the 
World. 

How the Reactionary Powers Tried to Crush Democracy ( 1815-1848). 

How Great Britain Decided the Important Issues of the Century before 
the World War, 

How Italy and Germany Achieved National Unity. 

How Russia Remained Autocratic until 1917. 

How France, Germany, and Italy Developed between 1871 and 1914. 

How Imperialism Was Extended to Other Countries. 

How the World War Was Fought and Settled. 

How the Balkan States Won Their Freedom from Turkey. 

How the European Countries Tried to Solve Their Problems. 


* "Social Studies,” Program of Studies Recommended for the Public Schools T 
en Hampshire, Grades VII to XII, Part V, State Board of Education, Concoró 
-H., 1940. 


? Ibid., pp. 203-206. 
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There arc situations, however, in which the teacher will find it neces- 
sary or desirable to prepare his own list of unit topics. Under such 
circumstances the teacher must decide which particular facts or experi- 
ences called for in the course outline may be grouped together around 
some central idea or principle. A great deal of freedom may be experi- 
enced in this matter. Thus in the course in English composition out- 
lined in Chap. 7, units might be formed around the idea of "the 
sentence," "the paragraph," or each of the seven other topics that are 
listed. On the other hand, the problems of proper word usage are com- 
mon to all forms of composition. Therefore, another teacher might 
develop units around such topics as, “Meeting New Words and Learn- 
ing How to Use Them.” Again, nearly all of the topics listed might be 
included in either one of two large units respectively entitled, “Learning 
to Study Effectively,” and “Learning to Prepare Items for the School 
Paper.” y 

It is considered good practice when formulating unit topics to pre- 
rate the entire series of topics to be covered in the term or year. This 
Simportant in order that adequate provision will be made for each 
kem specified in the course of study. It is also desirable to prepare a 
tentative time schedule at this point in order that each unit may re- 
OR attention in proportion to its importance. Obviously, the amount 
n pue spent on each of the several units will need to be varied in 
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E E improbable that many units can be develope a i e 
Tu, Weeks. Some persons of wide experience M * p 
Td or 4 weeks.‘ If this is a valid generalization, then the 

nits that should be undertaken in a l-year course will not 

ceed 12, 
me the unit plan. Setting Up tbe Teacber's Objectives. EE 
built, i or central idea has been selected around which a v n Y 
Within E v to define the specific goals that are E £ Kun x 
us E ED that is, a list should be made of the Met Es ve 
Workin E : s that are to be mastered by the pupils ware aa 
each o E n ^ unit. The list may be a series of een or t s 
nit Lof th Ch represents a specific objective. The five gus H 

e course in modern European history, which were given 


* Ralei " : j 
Ya T aia Student Teaching, p. 95, McGraw-Hill Book Company, Inc., 


220 FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


the preceding section, represent such a list. It is this list of objectives 
that determines the scope of the unit. Some teachers prefer to define 
the scope of the unit by preparing the test they expect to use when the 
unit has been completed. Whether it is a list of objectives or an examina- 
tion, the teacher should use this statement of desired outcomes as a guide 
in the selection of pupil activities and study materials. Only when the 
scope of the unit has been clearly defined can learning activities be 
planned that effectively lead the pupils toward the desired goals. Such 
planning also helps avoid needless repetition of subject matter and may 
enable the teacher to emphasize aspects that have special significance 
for the pupils because of their geographical location or cultural back- 
grounds. 

The following are sample statements of objectives taken from two 
unit plans which have come to the author's attention in recent weeks: 


A. From a unit on American history. 

1. To arouse in the student an interest in history, particularly that 
phase of early American history which contributed to the forma- 
tion of the United States as a world power. 

2. To aid the student to gain an understanding and appreciation of the 
colonial movement and its significance in the development of 
American democracy. 

3. To examine the causes and effects of the original colonization of 
America, particularly by the English settlers, and its later influence 


on the development of the United States form of democratic g0V- 
ernment. 


B. From a unit in chemistry. 

l. The pupil learns to understand the reasons manufacturers often 
adulterate food, such as: 
4. To lower the manufacturing cost. 
b. To make the product more appealing. 

2. The pupil learns to understand the theory and calculation neces 
sary to prepare “normal” and “molar” solutions. 

3. The pupil learns to weigh and measure chemicals accurately. 

4. The pupil learns to keep an accurate record of all data collected. 


A distinction should be made between these objectives, which a 
formulated to guide the teacher in planning and teaching the unit, 2? 


the objectives’ goals, or purposes, which may be formulated later tO 
guide the pupil in his work, 
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Listing Possible Learning Activities. The statement of objectives 
should not be mere window dressing. Each item must be functional and 
possible of attainment if it is to have any worth-while effect. An ob- 
jective should not be included unless there is some assurance that it can 
be reached within the limits imposed by the resources of the school 
and community, as well as by the abilities and needs of the pupils. As 
ach objective is added, the teacher should consider by what means 
it will be attained. Thus, if the ability to use the library is one of the 
outcomes sought, an activity must be indicated that will require the 
pupils to use the library while working on their unit assignments. In 
this manner a list of activities, materials, and equipment will be de- 
veloped at the same time that the scope of the unit is being defined. 

The number and variety of pupil activities that may be used in unit 
teaching have becn expanded far beyond the half dozen or so found in 
the typical classroom at the beginning of the century. As early as 1929, 
one author listed 52 study activities classified as: 


4. Visual Activities 

B. Listening Activities 
C. Oral Activities 

D. Writing Activities 
E, Drawing Activities 
F. General Activities ^ 


m list of possibilities has been expanded considerably since that 
e. 
Tog pe list of possibilities the teacher should select those activities 
ph special value for the pupils who make up the class. Local 
pace or current interests may afford reasons for selecting one type 
: activity rather than another. The needs or interests of individual 
Mo May also provide leads as to what might be included. Voici 
Bo along these lines may be obtained by preparing @ list o 
of Sand interests from whatever data are available either in the form 
zn Pil records, or reports of surveys of the community. In some 

^ RH ces, pupils might even conduct a survey as part of a n 
Pupil Vities should also be selected in the light of the abilities o 

d Reading materials in particular should vary in difficulty so that 
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each pupil may find some references suited to his ability. Cooperative 
activities and self-directed activities should not bc assigned unless the 
pupils have had previous satisfactory experience with them or can be 
given the necessary supervision. As an example, library assignments 
should not be made unless pupils know how to use the library or can 
be given instruction in using the library as part of the unit. 

Since subject-matter mastery is the primary objective, many of the 
pupil activities will be of an “information-getting” nature. Books, maga- 
zines, newspapers, films, recordings, maps, pictures, slides, and other 
informational materials must be made available. Again it is the responsi- 
bility of the teacher to know what is available, what is appropriate, and 
to prepare a list of the materials which the class will be expected to use. 
It is also up to the teacher to see that these materials are kept in a place 
where the class will have access to them. The selection of learning ma- 
terials may be made in certain instances with a view to developing the 
pupil's ability to find and use reference sources. In such cases, the de- 
velopment of research skill becomes a unit objective and calls for an 
appropriate developmental activity. 1 

It is worth repeating that no objective should be set up for the unit 
unless a suitable activity can be provided by which that objective may 
be reached. In other words, each objective should call for a specific 
activity by which it can be achieved. It is up to the teacher to check 
the activities and the objectives against each other until a realistic list 
of objectives has been formulated and suitable developmental activities 
have been provided. 

Selecting the Culminating Activity. By this stage in the planning 
the teacher should not be at a loss for ideas as to what needs to be donc. 
The objectives to be reached, the study materials to be drawn upon, 
the pupil activities to be engaged in, and the resources of the school 
and community to be utilized will have been determined. There is the 
probability, however, that the pupils, each of whom will be working 
on the unit assignment in his own way and frequently with different 
purposes in view, may lose sight of the over-all objectives for which 
the unit study was initiated. There is a further need, therefore, for 
pulling together the information and experiences acquired by the pupils 
on an individual basis into an organized form that will be useful to them 
in group situations as well. The next stage in planning, therefore, in- 
volves the selection of an integrating or culminating activity. 
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The primary purpose of the culminating activity, of course, is to help 
the pupils see the logical relationships that exist among the discrete parts 
of subject matter that are contained in the unit. It will be recalled that 
the need for such integration is one of the major reasons for teaching by 
the unit method. When pupils work on individual assignments, such 
integration will be secured only to a limited degree unless well-selected 
culminating activities are provided. Furthermore, the review of subject 
matter which a good culminating activity makes necessary may also 
aid retention. 

There are several kinds of culminating activities that have been 
found satisfactory. Some teachers prefer to have each pupil make a 
summary of the unit in outline form. In other instances a summarizing 
outline is prepared cooperatively by the entire class. Panel discussions 
and debates, in which members of the class examine the issues of which 
their study has made them aware, are sometimes used with good results. 
Projects such as pageants, dramatizations, the production of motion- 
Picture or radio scripts, and exhibits are also effective. These latter 
forms are used less frequently than others because they require more 
time and effort than teachers generally care to devote to a single unit 
of work, or to the culminating stages of a unit. However, when other 
Values are sought, such as practice in cooperative planning and par- 
ticipation in achieving group purposes, projects of this nature obvi- 
ously merit more favorable consideration than they have received 
to date, 

Preparing the Guide Sheet. The final phase of teacher planning con- 
‘ists of the preparation of the guide sheet. The general plan of gar 
cedure developed by the teacher while setting up the objectives, listing 
E desirable learning activities, and selecting the culminating sd 

W must be cast into a form that can be placed in the hands of the 
Pupils, 

Non who are just beginning the transition wo wd 
each da Tor Mies c e = sa id at se of daily 
E nu or these teachers, units consist merely ud tud topie 
oF proble S ris have a common relationship A is case te 
ner = n such cases the guide sheet may ed : ri a dowd 
tationship iP pound ; ee ea uide sheet might 
consist of As each lesson to the unit topic. Such 2 § : 

€ following parts: 
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A, The Unit Topic 
B. The Overview with a List of Objectives 
C. The List of General Reading Materials 
D. 'The List of Daily Assignments 
E. The Culminating Activity 


In other cases, the individual members of the class will be expected 
to direct their own activities from day to day as the unit progresses into 
the study-work stage. It is evident that, in such instances, the instruc- 
tions given at the beginning of the unit must be specific and detailed. 
Instructions given orally will be inadequate in most cases. Since teachers 
now generally have some simple duplicating service at their disposal, 
it is much better to prepare these instructions in the form of a guide 
sheet, a copy of which can be given to each member of the class. 

A guide sheet suitable for a subject-matter unit which is not divided 
into daily lessons will generally include the following features: 

l. A complete or partial list of purposes or goals toward which the pupils 
shall consciously strive. 

2. A list of required reading and other source materials. 

3. A list of exercise materials in the form of questions or problems. 

£ A list; of supplementary or optional reading, exercise materials, and 


projects which is intended to adapt the unit to the individual interests and 
needs of the pupils. 


5. Detailed directions for the culminating activity if it is to be planned by 
the teacher instead of the class. 


A list of pupil purposes or goals is included in order that independent 
study and research activity may have direction. These purposes, to be 
effective, must have meaning for the pupils and be related to their own 
background of experience, Individual pupils have been known to work 
with enthusiasm on the improvement of their language skills when 
these were shown to be directly related to the acquisition of proficiency 
in radio communication, Similarly, an interest in aviation has made the 
study of mathematics palatable for many young men who had been un- 
responsive to other forms of motivation. 

If all members of the class are to achieve the minimum objectives of 
the unit, the list of required reading and other study materials must be 
extensive enough to include an adequate treatment of each item that 1$ 
to be mastered. When possible, adequate directions should be given t 
enable the pupils to locate the desired materials without further assist- 
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ance, Arranging the list of materials in an approved bibliographical 
form, with page or chapter references indicated, may be sufficient.’ It 
may also help if each item is marked to indicate that the materials listed 
can be found in the classroom, school library, or in some other loca- 
tion, Furthermore, the list of basic study materials should include items 
that present a minimum of difficulty to those who have reading or 
other study handicaps. To provide for all of these contingencies, the 
teacher must be thoroughly acquainted with the study materials that 
are available or that can readily be secured. The list of required reading 
must not be too long. No more materials should be listed as required 
reading than can be covered by the slower readers in the class. High- 
school pupils almost invariably react to an impossible assignment by 
tefusing to do any part of it. i 

A list of questions and problems is generally included in the guide 
sheet to point out the subject matter that is of special importance. As 
In a good test, the list should be a fair sampling of all the important 
points that are to be mastered. Items that are incorrectly stated or to 
which a satisfactory answer cannot be found within the limits of the 
unit may become the source of considerable embarrassment to the 
teacher. It is a good policy, even for experienced teachers, to answer 
each question and to work each problem before the guide sheet is placed 
In the hands of the pupils. 

Some teachers who claim to use the unit method make no effort to 
adapt the work to individual differences in ability, needs, or interests. 
Others have found that the work can be varied quite easily by the simple 
expedient of including a list of optional or supplementary study ma- 
fi EE here form calls for the alphabetical arrangement of us ona 

he authors. The author's name is followed by the title o: 


meee l MA 
article, the publisher from whom it may be secured, the date of publication, 


and the Pages or chapters to which the reader is directed. This form is illustrated 
48 follows: 


1, Magruder, Frank Abbott, American Government, Allyn & Bacon, Boston, 


1941, Chap. XXXVI. 

^ Wallis, Grave Allen, and Wilson, D. Wallis, Our Social World, MeGrav- 

F Hill Book Company, Inc., New York, 1933, pp- 164186. , 

merely d. Purposes of the guide sheet, the form may be abbreviated T n 

8s fo Lm last name of the author, the title of the source, and the page r . 
1, Magruder, American Government, Chapter XXXVI. 
* Wallis, Our Social World, pp. 164-186. 
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terials, exercises, and projects. It is the practice in some schools to in- 
dicate which items require work of a level sufficiently above the average 
to warrant a mark of B or A. Pupils who fulfill the minimum require- 
ments before the unit is completed may then try for a higher grade. 
There are other teachers who believe that enrichment is desirable on 
all levels of ability and that the slow to learn not only need more drill 
on fundamentals, but also are especially responsive to materials that 
are directly related to their interests. Teachers who subscribe to this 
point of view generally attempt to include optional activities repre- 
senting a range of difficulty and interests sufficiently wide so that each 
member of the class can find something he can do reasonably well and 
with enthusiasm. In such cases, the choice of optional work is left 
strictly with the pupil. 

Guide sheets should also include instructions for the culminating 
activity. If each member of the class is to bc required to prepare a 
Summary or outline of the unit, the necessary directions should be 
stated clearly and in detail. Unless the pupils are known to have had 
previous successful experience with this type of work, a suitable form 
should be described and illustrated. 'The same principle applies when 
individual projects are used, even though the specific nature of the 
project may vary from pupil to pupil. On the other hand, debates, panel 
discussions, dramatizations, and exhibits are group activities and require 
detailed group planning as part of the project. Therefore, only general 
instructions for these activities need be included in the guide sheet. 

Finally, the guide sheet should be logically arranged and neat in ap- 
pearance in order that it may be followed with ease. It should not be 
necessary to add that copies must also be legible, but many have been 
seen in the hands of students which were so blurred in places that the 
meaning was obscured. à 

The particular form of guide sheet used will vary from unit to unit 
as well as from teacher to teacher. 'The following very much abbrevi- 


ated form, however, will illustrate the kind of information and material 
that should be included. 


Unrr II 


Tue Bieta or THE AMERICAN. NATION 
4. For the next five weeks we will try to find out how the American 
colonists organized themselves into an independent and free nation 


B. 


Ci 


E. 


F, 
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‘This study should be particularly interesting because it will show how 

our freedoms became part of our governmental structure. The nation 

that our forebears founded is different in many ways from the nations 

from which the colonists came. We will want to find out: 

1. From where the colonists came. 

2, Why they left their homes. 

3. How the life they lived here differed from the life they had fled. 

4, How they went about setting up a new government. 

Everyone will find some help from reading the following materials: 

1, Freeland and Adams, America and the New Frontier, pp. 300-328. 

2. Hamm, From Colony to World Power, pp. 3-151. 

By answering these questions and doing these things you should be- 

come familiar with the most important parts of the unit. 

1. Draw an outline map of the thirteen original colonies and show 
from which countries the settlers in each colony came. 

2. Who coined the money used by the colonists? 

3. What frequently happened to people who could not pay their 
debts? 


. You should choose one of the following activities as your special 


project. Please let me know before the end of this week which one 

you have selected, or talk with me about some other project you 

would like to undertake. 

1. Make an oral report to the class on any items such as books, 
clothing, pictures, maps, tools, and furniture you have seen in your 
home or in the community that may have been used by people 
living in the colonial period. 

2. Sketch a map of our state as it existed at the time of the Revolu- 
tionary War. 

You may find special help or additional interesting materials on the 

unit as a whole or on your project in particular in the following 

Places or sources: 

1. By visiting the —— museum. 

2. By reading the following library books: 

a. Forbes, Johnny Tremain. 
b. Outhwaite, Unrolling the Map. 
N c. Wilder, Little House in the Woods. ay 
ear the end of the five weeks we have set aside for this unit, we 
will develop a summary of the important things we have learned. 
Therefore, you need to make a list of the important and the espe- 


pur interesting things you find so these may be shared with tw 
class, 
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TEACHING THE UNIT 


Up to this point, the present chapter has dealt with the activities of 
the teacher while he is engaged in preparing the unit plan. If the plan- 
ning has been done carefully, the unit is ready to be presented to the 
class. The attention of the teacher must now shift from the organiza- 
tion of subject matter and learning materials, to the direction of the 
learning activities of the pupils. This is a major transition, for the 
teacher must now deal with dynamic, purposing, human personalities 
instead of with inanimate facts and ideas which can be pushed this way 
and that without arousing opposition. 

In directing a class through a subject-matter unit, the activities of the 
teacher fall roughly into four categories. These categories parallel the 
four stages in the development of the unit and will be discussed 
separately. 

The introduction and attack stage. The first problem encountered in 
teaching a unit is to present it to the pupils in a way that will induce 
them to accept their assignments in a cooperative spirit. This problem 
consists of two parts, namely, the motivation and the assignment. 

Tbe Problem of Motivation. Pupils have been satisfactorily motivated 
as soon as they see within the Scope of the unit certain desirable goals 
Which include the minimum objectives the teacher has set up for them. 
This problem of inducing pupils to accept as their own the purposes 
of the teacher is likely to be a severe test of the teacher’s ability to 
stimulate desirable learning activity. In a later chapter, it will be shown 
that some teachers object to this form of salesmanship and insist that all 
learning should start with a need or interest that has developed from 
the experiences of the individual members of the class, However, the 
subject-matter unit method is based on the assumption that the teacher 
knows with certainty that which the pupils need to learn, and the 
motivation is designed to make the learning process as interesting and 
challenging as possible. 

The particular form of motivation that is used in a given situation will 
depend upon the degree of familiarity the class may have with the ma- 
terials to be studied. Now and then a unit may need to be undertaken 
that involves subject matter foreign to the experiences of the pupils. 
For example, a class in a city high school may need to learn about farm 
life in the agricultural Middle West. Goals involving a mastery of the 
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principles of crop rotation, the annual cycle of planting, cultivating, and- 
harvesting, and the unique circumstances that condition the social life 
of rural people can scarcely become strong, directing factors unless 
some initial acquaintance with these items can be provided. What is 
needed is an introductory survey of the subject matter to be mastered 
in the later stages of the unit. A series of pictures, motion and still, 
depicting the activities and life on the farm may be helpful. Exhibits of 
grain and other farm produce, a scale model of a typical farm, or a 
demonstration of the different ways by which plants are propagated 
might also serve to open up problems for further study. Some direct 
experience may be provided by a field trip to a near-by farm, even 
though it may not be representative of the farms in the area that is to 
be studied. These activities should be supplemented with directed 
teading. When the class as a whole has acquired some knowledge of the 
subject to be studied, it is ready to give consideration to the list of 
purposes the teacher has set forth in the guide sheet with some hope 
that these will be meaningful. The list of purposes may then be dis- 
cussed and accepted, or amended and extended until the members of the 
class feel that the list is satisfactory. It is obvious that this type of 
motivation requires considerable time and effort and is not likely to 
be completed in one or two class periods. 
p case, the Hes may be familiar, in a general way, iin wee 
E. © be studied. W hen a class in civics, for example, is ready 
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«Bu y of investigation. A class of this nature oe pie e 
E lon that will reveal new aspects of an alrea y fa ae 

n such a manner as to create new interests. This may be achieve 
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require very little in the way of motivation other than to be shown 
areas of subject matter that remain to be mastered. A pre-test which 
touches upon the major problems to be covered in the new unit of work 
may serve to introduce the new areas in a satisfactory manner. The pre- 
test is usually administered in written form. It can, however, be given 
orally in the form of a class discussion. This procedure enables the 
skillful teacher to delve more deeply than does the written test into 
the knowledge the individual members of the class have of the subject, 
and to utilize unanticipated class resources if any are revealed. During 
the discussion, the teacher will try to lead the class to raise precisely 
those points that have been set forth as pupil goals in the guide shect. 
As these are brought forth, they are written on the blackboard. The list 
on the board need not be identical with the list in the guide sheet, but 
when it is completed, the necessary additions and alterations should be 
made to bring the two lists into agreement. This type of motivation 
might be completed in one class period. 

"These three motivation procedures are similar in so far as they end in 
a discussion by the class of the pupil purposes or goals listed in the guide 
sheet. They differ chiefly in the amount of information that must be 
provided before the purposes can be considered intelligently. When 
adequate preparation has been made, the pupils are ready to participate 
in revising the list of pupil objectives to conform to their own interests. 
In fact, some teachers prefer to develop all or part of the pupil purposes 
by means of such class discussions. The inexperienced teacher, how- 
ever, needs to prepare a list in advance to guide him in leading the class 
discussion and to insure against omitting some important points. 

Making the Assignment. The final phase of the introductory step 
consists of the assignment. It is at this point that the guide sheets are 
distributed and the pupils are given an opportunity to amend the listed 
pupil goals to conform with those developed in the preceding class 
discussions, to examine the reading assignments and other suggested 
activities with a view to asking for explanations of any points which 
are not clearly understood, and to select from the suggested optional 
materials the items that are to be undertaken by individual pupils. The 
teacher should make a record of the work each pupil elects to do an 
hold him to the agreement. Freedom to choose does not imply liberty 
to abandon tasks half done without good reason. f 

The importance of the introductory step can be realized when it 15 
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recognized that during this stage of the unit each member of the class 
must be made to comprehend the significance of the work to be under- 
taken, provided with a sufficient background of understanding to make 
the study activities meaningful, and given a definite understanding of 
the work that he will be required to do over a period of time that 
may cover several weeks. The introductory step, therefore, should 
not be hurried. One, two, or even more class periods may be devoted 
exclusively to this phase of the unit. Ideally, it should not be concluded 
until each pupil knows what he is to do and why it is worth doing. 

The study-work stage. Following a successful introductory period the 
class should move rather quickly into the study-work phase of the 
unit. The degree to which the transition is made quickly and purpose- 
fully depends upon the skill of the teacher in providing adequate motiva- 
tion, the clarity of the assignment, and the experience and ability of the 
members of the class. If this is a pupil’s first experience with the unit 
Procedure, he may be at a loss to know how to use the array of re- 
search materials to which he has been referred. Individuals in the early 
stages of adolescence are particularly prone to meet unusual situations 
with their peculiar brand of swagger,and flippancy, and if neglected are 
likely to develop discipline problems. For this reason, some teachers 
Prefer to divide the unit of work into daily assignments, and indicate 
on the guide sheet just what is to be done each day. This procedure, no 
doubt, aids in preventing waste motion and loss of control, but it fails 
to help the student develop self-reliance and independence beyond a 
certain point. It is not recommended as a general practice except as a 
transitional step from the daily-assignment method to a more advanced 
unit method, 

E instances the study phase of the unit should E vs 
iis p a of time. The members of the class shou T ERAS 
B m MER taking field trips, conducting experiments, - i Mn 
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workroom and study hall. Ideally, reference books and other source 
materials should be located there. Tables should be provided on which 
the pupils will have room to spread out their collection of materials. 
The pupils should be free to visit the library, shops, and laboratories, if 
these activities contribute to the attainment of their purposes. There 
should be opportunities for committees to meet to plan and to carry 
out their joint assignments. In the background of the scene of all this 
activity is the teacher, constantly alert to the needs of any individual 
or group. He gauges the progress that each is making from information 
gathered in friendly conversation. He observes in which book and on 
what page a particular pupil is reading, or stops to discuss with a com- 
mittee at work the exhibit they have agreed to prepare. When necessary, 
the teacher is ready to point out new vistas for further explorations, to 
provide remedial work or drill to overcome a special handicap, to call 
the class together to deal with a problem that had not been anticipated, 
or to plan in greater detail a part of the unit which now seems to require 
further attention. In all this, every precaution must be taken so that an 
excess of control does not cause pupil initiative and resourcefulness 
to wither from a lack of exercise. 

The culminating stage. In the study-work stage each pupil makes his 
own individual attack upon the problem at hand. Although each b 
directed by the guide sheet, it is unlikely that any two individuals will 
read the same references in the identical sequence or give equal 
emphasis to the several aspects of the unit topic. The information 
gathered and the conclusions drawn will be distinctly individual. Use- 
ful as such results may be in satisfying individual purposes, the know! 
edge and skill acquired may not be in a form that can be used in coopera- 
tive endeavors or social situations. It is necessary, therefore, to organize 
the information that has been acquired into a logical system that has 
social recognition and usefulness. To illustrate, the boy who has iis 
ceived a chemistry kit for his birthday may acquire much interesting 
information about the physical properties of a variety of compounds 
and the nature of their behavior in the presence of other substances. 
These experiences alone do not make him a chemist, however; that 15, 
they do not prepare him to gather meaning from technical writings 49 
to converse intelligently about the science of chemistry with those 
who are also working in that field. Before he can do these things, the 
boy must first learn by what name chemists designate this substance 
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and that reaction, as well as to understand the accepted principles that 
describe the manner in which substances react. In other words, he must 
learn to speak the language of chemists before he can become an intel- 
ligent and capable chemist. 

So it is with high-school pupils in whatever area they may be work- 
ing. The unit will have failed to fulfill its promises unless it provides 
the pupil with some summary statement or logical arrangement of the 
acquired information in a form that will point up the basic ideas the 
unit is intended to develop and will enable him to discuss those ideas 
with others. Indeed, it is this integrating activity which gives point to 
the organization of subject matter about a central idea, the basic idea 
behind the subject-matter unit method. 

When the integrating activity is to be in the nature of a summary or 
outline, the teacher has full responsibility for determining its accepta- 
bility, which is to say, its conformity to a recognized pattern. In 
Most instances, the teacher will have provided for this contingency by 
setting forth in the guide sheet the conditions that must be met. Oral 
directions may be needed to supplement these instructions and in many 
instances individual assistance will also be required. 

However, teachers are learning to culminate units in ways that are 
more fruitful. In the form of dramatizations, radio and motion-picture 
pts, exhibits, and other group projects, subject matter may also be 
Organized into meaningful patterns. In addition, pupils gain skill in 
Social Participation and group planning by working together in projects 
of this nature. They leam te pn dm principles developed in text- 
a to real-life settings, and in doing this the principles are ed 
SNAM E permanent retention. This type of NEN Li Ta y 
ing a Pn p cig where ample ue us iube : i be as 
oe : project. It is scarcely feasible in a unit that je Xs 
tili the space of 2 weeks time. The extent to w ich teac 
eee 0 
Bona pou they attach to the mastery p à e sul , Rind 
M ix with the development of social skills. Pi 1 a 
general > unit method in the stricter meaning of the : 

Y been inclined to place the greater emphasis on the former. 
Er outcomes stage. Inasmuch as the appease 2) dens 

cussed 3 through the use of the subject-matter unit metho a 

the following chapter, little need be said about this sub} 
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here. The fact that subject-matter mastery is the primary objective in- 
dicates that appraisal will be predominantly of the measurement type. 
Teacher-made and standardized tests will be used to determine which 
knowledge, facts, and skills have been acquired, and to what degree. 
The significance attached to individual differences, however, may en- 
courage the practice of reporting progress on the basis of individual 
growth rather than upon the basis of the class average. Also, there 
may be an attempt made to appraise progress in developing the ability 
to plan and work with others. Mere retention of isolated facts or the 
acquisition of specific skills is not enough. The correlation principle 
which figured so prominently in the development of the subject- 
matter unit method calls for the mastery of subject matter in its relation 
to practical problems and life situations. It is this connection between 
the school and the nonschool experiences which is sought in unit 
teaching. The appraisal activities should, therefore, direct some attention 
to the question of whether or not the instruction is properly directed 
to establish such relationships in the minds of the pupils. 


SUMMARY 

Subject-matter unit teaching is undertaken to accomplish a threefold 
purpose. By means of appropriate procedures, techniques, and devices, 
teachers employing this method strive for (a) the mastery of a pre- 
scribed body of subject matter, (b) with due regard for the pupils’ 
differences in ability, needs, and interests, and (c) with some provision 
for the development of social competence through practice in planning 
and working with others. Subject-matter mastery and the accommoda- 
tion of individual differences are achieved by assigning learning ma- 
terials in large segments or bodies of related items. These units usually 
are so large and have so many aspects that it is impossible for any on 
pupil to master all the items that are included. Hence, the emphasis 10 
teaching can be upon the mastery of the general principles aroun 
which the unit is built and individual assignments may stress those 
specific items or aspects of the unit that have greatest value for the 
particular pupils for whom they are intended. The development ° 
social skills is accomplished by means of learning activities in which 
groups of students engage. 

"There are many variations of the unit pattern in use today. In general 
however, units may be said to develop through four stages. "hey se 
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(a) the introduction and attack stage, (5) the study-work stage, (c) the 
integration and culmination stage, and (d) the appraisal of outcomes 
stage, The nature of the subject-matter unit method places major 
responsibility on the teacher for selecting, planning, and developing 
the unit. 
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Chapter 1l. THE MEASUREMENT OF PUPIL PROGRESS 


IN THE SUBJECT-MATTER UNIT METHOD 


Brief attention seems appropriate here to the behaviors sought in 
pupils taught under the subject-matter unit method. The degree to 
which pupils attain desired educational outcomes can be determined 
only by observing and measuring pupil behavior. Furthermore, the 
selection of measuring techniques is dependent largely upon the be- 
havioral outcomes sought and the relative emphasis attached to different 
outcomes in the instructional method under consideration. 

The educational outcomes receiving attention in the subject-matter 
unit method were presented in Chap. 9. Those discussed were physical 
and social skills, habits, knowledges, ideas and concepts, understandings, 
interests, and attitudes, whereas appreciations and ability to apply 
subject-matter masteries to the needs of group living were at least mr 
plied. Measurement of instructional outcomes must depend in considet- 
able degree upon these desired behavioral changes and the frame of 
reference within which they are organized. 

When these outcomes are compared with the possible types of 
learned behavior discussed in Chap..5; it seems apparent that skills 
knowledges, concepts, understandings and certain tastes and prefer- 
ences received direct consideration. However, appreciations and ap 
plications received only indirect attention, for subject-matter masteries 
were conceived to be effective in providing the pupil with the neces 
sary equipment for group living. Psychological and philosophical Danes 
for this emphasis are those generally accepted at the time the subject 
matter unit method emerged as a new instructional procedure. f 

Measuring procedures characteristic of the subject-matter unit method: O 
the various unit plans of instruction, the problem method, the project 
method, the Winnetka Plan, and the Morrison Plan directly and thé 
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Dalton Plan less directly include provision for measurement of pupil 
behavior, as was brought out in Chap. 9. Umstaddt * coordinated major 
features of eight unit plans and evolved the four stages in the teaching 
process of introduction and attack, study and work, integration and 
application, and appraisal of outcome. Measurement is therefore a direct 
and major concern. when instruction is organized under a subject- 
matter unit method. 

Such factors in this instructional method as attention to individual 
differences among pupils and the consequent emphasis upon individuali- 
zation or differentiation of instruction result in an approach to achieve- 
ment measurement not only by means of teacher-made or classroom 
tests but also by standardized achievement tests. The approach to the 
construction of standardized achievement tests which emphasizes 
subject-matter mastery is well characterized by the revision given below 
of the steps outlined by Monroe, De Voss, and Kelly.’ 


L Determination of the minimum essentials of a subject 

Decision concerning type of test—rate test, power test, quality scale 
Decision concerning type of test exercises 

Construction of test exercises 

Tryout of initial test exercises 

Selection of final test exercises 

Construction of directions for administering and scoring 
Establishment of test norms 

Critical evaluation of the test 


sonan es m 


= subject-matter orientation of this approach to standardized test 
construction is not only in harmony with the emphasis upon subject- 
matter mastery in the instructional method under consideration but 
3 us the guiding principle in the construction of many recently 
Published, standardized tests. Although some of the evaluative instru- 
Tents published within the last decade or so are properly considered to 
ee teed, their distinctly different us ud s 
valuati E to types of norms provided justifies their designa 

ve instruments rather than as standardized tests. 


1 9 i 
cd E Umstadde, Secondary School Teaching, rev. ed., Chap. 9, Ginn & Com 
2» Boston, 1944, 


Tests ond S. Monroe, James C. De Voss, and Frederick 


mpany, 


J. Kelly, Educational 


Measurements, rev. and enlarged ed., pp- 394-404, Houghton Mifflin 


Boston, 1924, 
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his degree of mastery in underlying skills upon which success in the 
new subject depends. The first type is similar to the aptitude test, or is 
intermediate between the aptitude and the achievement test in ma- 
ture, but the second type definitely falls under the achievement test 
heading. 

Inventory Tests. Inventory tests are designed to obtain a preview of 
the pupils’ backgrounds in content or skills prerequisite to a field of 
study about to be undertaken. Their purpose is to afford the teacher 
insight into such gaps as may exist in the preparation of individual 
pupils so that work not unlike that involved in remediation can be 
supplied as needed. Survey tests, often given near the end of a school 
year, may sometimes serve the inventory purpose for the teacher who 
has the pupils in a related, higher level course the following year. 
Prognostic tests may also provide information of an inventory nature, 
although their primary purpose is prediction of success in a school 
subject or area. 

It is not uncommon to find that many pupils come to high school 
with what teachers and administrators believe to be inadequate prepara- 
tion in such basic skills as computing, reading, writing, and speaking. 
In the attempt to make certain that such skills are not permanently 
neglected for such pupils, standardized tests in arithmetic, reading, and 
English mechanics really designed for use at the intermediate and junior 
high-school grade levels are sometimes used with secondary-school 
pupils. Pupils who score below the level deemed necessary for a citizen 
of a democratic society are then frequently given instruction of a 
broadly remedial or refresher type in the skill areas where their de- 
ficiencies appear. 

Tests useful for this inventory purpose are very numerous, although 
they are seldom called inventory tests. They often afford measures in 
the different aspects of the school subject, such as the fundamental 
processes of addition, subtraction, multiplication, and division in arith- 
metic; word meaning, sentence meaning, paragraph meaning, and ie 
in reading; and spelling, punctuation, capitalization, and grammatica 
usage in English mechanics. Such tests have an inventory rather than * 
narrowly diagnostic purpose, and their use leads to the provision of re- 
teaching for the deficient pupils. Blair? gives an extensive treatment to 


3 Glenn. M. Blair, Diagnostic and Remedial Teaching in Secondary Schools, 
Chaps. 2, 8-11, The Macmillan Company, New York, 1946. 
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this inventory usc of tests in the areas of reading, arithmetic, spelling, 
handwriting, and English expression. 

Diagnostic and analytic tests. Instruments and procedures for the diag- 
nosis or analysis of pupil performance have the same general aim—de- 
termination of pupil deficiencies as a basis for the provision of remedia- 
tio. The purpose in each instance is similar to that of the physician 
who attempts to diagnose a patient's ailment. His ultimate, and indeed 
his only worth-while, purpose is to go beyond the symptoms to the 
point where causes can be identified, for it is only through the identifica- 
tion of causes that the most effective remedial treatment of the patient 
can be prescribed. Similarly, the teacher must go beyond symptoms 
to the diagnosis or analysis of pupil performance until the causes be- 
come apparent. Remediation applied to symptoms is almost certain to 
be ineffective, but remediation based on a knowledge of causes stands 
an excellent chance of being effective. 

Diagnostic Tests, Diagnostic tests, in the narrow sense of the term, 
are found mainly in subjects where a definite pyramiding or hierarchical 
arrangement of skills or content exists. The mathematical subjects best 
illustrate this organization of subject matter. It is in such skill subjects 
primarily that a definite sequence must almost inevitably occur in learn- 
ng. For example, a skill prerequisite to the solution of quadratic equa- 
tons in algebra is that involved in the solution of linear equations, so a 
Pupil cannot be expected to perform the higher level skill satisfactorily 
unless he has adequate competency in the prerequisite skill. Similarly, 
Inderstanding of certain geometrical theorems concerned with lines is 
Prerequisite to a group of theorems which deals with triangles. Diag- 
Rosts in this sense is also possible for handwriting skills. 

E Tests. Analytic tests are found in subject a i 
"T nite hierarchies or psychological ac 2 Pe dd 
t d exist. In reading, for example, e i T e 
efore Dh. actis de ss as paragraphs at a qu uh a higher dif- 
ficulty Da necessarily possess word coe Mnt ed 
in definite : igh paragraphs and words doubtless TO 
adequate E precise steps of difficulty. ee ae ao 
Unknown p nin E pu is : d ii ontext. No such 

Act or i them occur by gaining meanings from d P x xis 
d tin of reading skills has yet been evolved, ARON 

€ evolved, as has been generally accepted for ma 
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skills. The best that is to be expected today in reading is that a similar 
rough sequence of learning experiences may receive general acceptance 
by teachers of reading. In the social studies, to mention a second arca 
where analysis rather than diagnosis applics, it is difficult to conceive 
any consistent organization or pyramiding of learnings in one exact 
and immutable sequence. 

Tests referred to here as analytic in function may be thought of as 
diagnostic in the broad sense of diagnosis. Diagnostic and analytic tests 
may be considered as narrowly diagnostic and broadly diagnostic, to 
make the distinction in a second way not uncommonly used. Test 
titles do not differentiate between the two levels of diagnosis, for both 
types are designated as diagnostic in common practice. Analytic tests, 
relatively newer in test titles, are diagnostic in the broad sense only. 
Such other instruments as survey tests, inventory tests, and even in- 
structional tests are often diagnostic in the broad meaning of the term. 

Not all diagnostic and analytic devices are properly classified as tests. 
Some of the product and procedure measures discussed in a following 
section of this chapter are designed for diagnostic and analytic functions. 
Among them are certain quality scales and such other devices as check 
lists, profile charts, and class analysis charts. 

Instructional and practice tests. Partially standardized test material more 
often designed to serve instructional than measurement functions are 
available in many fields of subject matter. Although such materials exist 
in greater quantity at the elementary-school level than for the second- 
ary-school subjects, they are found for at least the major high-school 
subjects in one or another of several forms. Variously known as m 
Structional tests, drill tests, practice tests, workbooks, and practice 
exercises, these materials are available in different formats and from 
various sources. Some are available as independent series of tests and 
others in the form of workbooks or practice exercises designed to ac 
company particular textbooks. Lincoln and Workman‘ present 2 
general discussion of such materials, and Blair * deals with their values 
and uses more extensively in connection with diagnostic and remedial 
procedures in major secondary-school subjects. p 

Justification for brief consideration of these semistandardized in- 


* Edward A. Lincoln and Linwood L. Workman, Testing and the Use of Test 


Results, Chap. 10, The Macmillan Company, New York, 1935. 
* Blair, op. cit., Chaps. 7-11. 
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structional tests here is found in the fact that they provide exercise 
materials not incomparable to the informal objective test exercises the 
teacher might construct and that they usually provide a basis for self- 
evaluation by the pupil. The exercises are often so set up that the raw 
score or a score derived from it has a defined meaning on a point scale 
of some type. A profile chart is often provided, on which the pupil 
graphically represents his progress from unit to unit of the material. 
The scores are usually established in such manner that the pupil profile 
line will have a pronounced upward trend over a period of time as 
evidence to him of progress made. 

Survey tests. Tests of the survey type are by far the most numerous, 
the best known, and the most widely used of all standardized instru- 
ments, The reason doubtless lies in the fact that survey tests serve gen- 
eral rather than specific measurement functions. Such tests are ordinarily 
accompanied by age norms, grade norms, or percentile norms by means 
of which comparability of results is established. Survey tests are avail- 
able in practically all subject-matter areas at the secondary-school level, 
although they are less numerous in such performance areas as the fine 
ats, manual arts, home economics, physical education, and business 
education than in the academic subject areas. 

Survey tests may be divided into three types in terms of their scope 
0t coverage. Most broad are the test batteries, more common at the 
‘lementary-school than at the secondary-school level, which include 
Separate parts, or even booklets, and provide separate scores for such 
ui subject arcas as English, social studies, science, and mathematics. 
noe in breadth are the tests in separate subject areas 1 ae 
Et o. in the somewhat more specific areas of p in EE. 

Ea cdi foreign languages, and health. Most s 5 B Eois 
a ES use in certain courses, such as ager ini EM eni 
ian n i PLN and trigonometry in mathematics; e T dunes 
iology. * world history in that social study p e m ic 
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means. For example, tests in French often provide for pupils at all 
points in a 2-year study of that subject, whereas tests in plane geometry 
are based on a quite definite 1-year course. 

Norms for these various types of survey tests commonly follow 
certain general patterns. The batteries of tests and the tests in separate 
major areas of study most often provide grade norms at the high- 
school level. A pupil commonly grows in such abilities as are involved 
in reading, English expression, social studies, science, and mathematics 
regardless of the particular courses he takes, for he is certain to take 
courses, or at least to have experiences, in most if not in all of these 
major areas. In foreign languages, taken variously by different pupils 
and not at all by some pupils, norms of the percentile type are com- 
monly provided in terms of the number of semesters or years the subject 
has been studied. Still different are the specific courses, taken largely E 
electives by some pupils but by other pupils not at all, and occurring in 
no absolute sequence, for which percentile norms applicable to the 
particular course are commonly provided. : 

Standardized survey tests are sometimes mistakenly used as a major 
or even a sole basis for determining final course marks and consequently 
for determining whether pupils pass or fail. Such a use is unjustifiable, 
for standardized tests can measure achievement only in the core ma- 
terials thought to be common to a subject or subject area in all schools, 
and are not intended to provide for the differences in objectives and 
content which properly characterize the same subject in different 
schools. Such factors as section of the country, size of the community, 
major employment possibilities in the community, type of school, and 
type of pupil enrolled are among the most important in determining 1- 
structional emphases. The standardized survey test should be used as à 
basis for marking only when its results are supplemented by adequate 
measurements of the other and more specific or locally important out- 
comes. Teacher-made tests and techniques provide the best means for 
accomplishing this purpose, inasmuch as the teacher better than any 
other person knows the content of, and the activities provided in, the 
course he has taught. 

The other uses of standardized survey test results are numerous. Re- 
sults from such tests afford a means of comparing pupil performances 
with those of comparable pupils in other schools. Indirectly this makes 
possible an evaluation of the program of the school. Even more im- 
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portant, such results afford a basis for a broad diagnosis or analysis 
of individual pupil achievement useful in individualized educational 
and vocational guidance. The fact that survey tests often provide 
sores in such separate areas as vocabulary or word meaning, sentence 
meaning, paragraph comprehension, speed, and level of comprehen- 
sion in reading; spelling, usage, sentence structure, effectiveness of ex- 
pression, and, even more specifically, punctuation and capitalization in 
written English; and reading, vocabulary, grammar, and knowledge of 
the civilization in foreign languages indicates the broadly diagnostic 
oranalytic values found in resulting scores. 

Product scales. Only in the field of spelling are product scales provided 
fora type of testing widely important at the secondary-school level. A 
product scale in spelling lists words in groups of equivalent difficulty, 
s shown by the percentages of pupils at various grade levels found to 
spell them correctly or to misspell them. A teacher who wishes to con- 
struct a spelling test at a given level of difficulty and with a predeter- 
mined tange of word difficulty may do so by choosing words appro- 
priately from the different groups shown in such a product scale. The 
scale itself does not go into the hands of the pupils; rather, it is a test 
“onstruction instrument used solely by the teacher in constructing what 
Might be called a semistandardized spelling test. 


INFORMAL OBJECTIVE TESTS 
CORR basic types of objective item forms discussed in considerable 
id m Chap. 8 represent only a small fraction of the item varieties 
E been evolved, although most of the other forms are based 
dii are modifications of, the five basic item forms. A few of the 
"oral item types appropriate to the subject-matter unit method of 


Excerpr rrom Netson’s Hien ScHoor Excrisu Test 


Dior, 

TONS; INS ; 

Mt, ie Mark "X^ in the square numbered the same,as the word or group of words that you think would represent 
form if it were inserted in the blank. 


L Amy, " 

pen, dimer with hor 1 brung 2 bmught..sseeeeeeenn 1 18 
* "They h 7 
tü Wve s... all my ice-cream,” cried Tommy. Late 2esten..... 2 [BIB 
[Hess : 
Lb * feel well this morning. Ldon't 2 doesn't, ccce ninl 
| Did you n Er 


Otice how many books there ......2 1was Zwee... 


Source; 
"ít Cn M. J. Nelson, Nelson's High School English Test, Form A, Houghton 
Mpany, Boston, 1931, 
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Excerpt FROM Cooperative Test or SEcoNpAnv Scuoon MATHEMATICS 


(Items 59 through 65 refer to the diagram below.) 


ABCD is a parallelogram. DF | BC, BE | AD, EKC 
and AHF are straight lines. 


Some of the statements in the list below (items 59 through 
65) are necessarily true; the rest are false or not neces- 
sarily true. Mark each item as follows: 


l if the statement is necessarily true... 
2. if the statement is false or not necessarily 


true. 
SEDEMEBSE CTI kw es we 
€. AF=ED.....,. CD 
61. ADC + 7 ABC = 180° ( 3 
62. AE = ROM. . Be eyo e ©) 
63RA CER E T DPA o aoa a aaan 
6t. EK=KF=HF=EH...... CS) 
O5, ZEDK= 2FCK....... Tu a 


Source: Margaret P. Martin, et al, Cooperative Test im Secondary Sch 
Mathematics, Form S, Cooperative Test Service, New York, 1942. 
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instruction are illustrated and discussed here briefly. Many other forms 
involve such minor modifications or are so complex as not to warrant 
treatment. No attempt is made to suggest methods of construction, for 
the recommendations given in Chap. 8 apply with minor modifications. 

Alternate-response item modifications. Several rather simple adaptations 
of the basic alternate-response item forms are highly useful. Among 
these are the type in which the pupil is asked to select the proper word 


Excerpt FROM Cooperative PLANE Geometry TEST 


Directions: Some of the statements below are always true, some are always false, and others are sometimes true 
and sometimes false, depending on the particular situation. Read each statement and mark it in the parentheses 
at the right as follows: 


Put in the parentheses a plus sign (+) if you think the statement is always true. 
Put in the parentheses a zero (0) if you think the statement is always false. , 
Putin the parentheses the letter (S) if you think the statement is sometimes true and sometimes false. 


V. A circle can be inscribed in a regular 17. The ratio of two corresponding me- 
p eee eee Y J dians of two similar triangles is the 
same as the ratio of the sides to whi 


5 Two triangles which are similar to the 


i A ET O) 
same triangle are similar to each other. 2( — ) they are drawn. 


Source: Margaret P. Martin, Cooperative Plane Geometry Test, Form T, Co- 
operative Test Service, New York, 1943. 


to complete a sentence grammatically in English or in a foreign lan- 
guage, the type in which true-false statements occur in groups based 
‘pon a chart or other data provided, and the type in which provision 
b made for one degree, or even as many as three degrees, of certainty 
between the extremes of true and false. The accompanying illustrations 
Provide samples of these item forms. 


Excerpt FROM Iowa SILENT READING Tests 


Insenoys, : i 
su Read each i d C at the right. Select the] 
Correct cach paragraph carefully, and then study the questions A, B, an 

timber Wt: Notice the number of this answer. In the margin at the right, fill in the answer space under this 


COMME C 


1 
A. Choose the best title for the paragraph. 
« Sme parts of T Bronze and Copper Pins 2 Early Metal Pim 
te for ages, quio OL the world metal pins have been in 3 The Use of Hatpins. . ...-- 
copper have mast” Egyptian tombs pins of bronze 
ers Uk n found. Pins like our hatpins, and $ . "m 
i De safety pins of today, were used by people in | B: Over how long a period have pins been. 


| 


and used? i 


LI 
: times | 
Ancient ti : ince modern times 2 since very ancient 
Pere nothing bur Ta, 26 first pins made in our country 3 Since the founding of this country. + | 
ee to form a s of wire, The wire was rolled up at i 
ead, while the other end was sharpened. tian tombs were made of — — 


C. The pins found in Egyp! re 
1 Bronte and copper 2 copper wire 
8 iron Wife... eene 


B EE ——— 


Source: A 
pm H. A. Greene, A. N. Jorgensen, and V. H. Kelley, Iowa Silent 


sed, Advanced, Form AM, World Book Company, Yonkers, N. 


Reading 
Y., 1939. 
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Multiple-choice item modifications. T'wo forms of multiple-choice item 
modifications illustrated herewith are quite widely used. The first shows 
how discriminative reading ability may be measured by basing typical 
multiple-choice items in groups on accompanying passages. The sec- 


Excerpt FROM INFoRMATION Tests IN AMERICAN History 


Place a check mark ( V ) after all correct 
responses. 


t. The following were Northern Generals 
during the Civil War: 


We: S Eie tres on E TORT ETOEQIL — 
IG © Ol ate ZU NOE sis cerns n oven ee aned — 
BISHO PERO CM NN EE pi e cs ai GUN eR e ees a 
Albert Sidney Johnston... en ns = 
Meade = 


Source: A. S. Barr and C. J. Daggett, Information Tests in American History, 
Form A, Educational Test Bureau, Minneapolis, Minn., 1932. 


ond, a multiple-response form, differs from the basic multiple-choice 
form by providing correct answers as well as alternative answers in 
numbers greater than one. 

Matching exercise modifications. Unbalanced matching sets, multiple- 
matching sets, and identification exercises represent three common Vari- 
ations in the matching exercise. The unbalanced matching may provide 


EXCERPT FROM Cooperative GENERAL SCIENCE Test 


Directions (Items 1 through 12): For each group of item: in the parentheses after each word or Lae 
in the right-hand list the d nds of the od PRSE EX elow, place sc with which it is most directly —Ó 
1 Heart l. Circulatory system... .1( ) 1 Mendel 7. Lawsofbiological inheritance - 7( 

2 Kidney 2 Pasteur ‘ « 
3 Lung 2. Excretory system, . . . . wE 3 Hooke 8. Germ theory of disease » > > 

4 Stomach 4 Burbank x? 
S Spinalcord 3. Nervous system . . . .. $0 ) 5 Carrel — 9. Plant breeding. . ++ °° * 


Source: O. E. Underhill and S. R. Powers, Cooperative General Science Test; 
Form Q, Cooperative Test Service, New York, 1940. 


for the pairing of 3 statements with the 3 corresponding statement 
from 5 given on the other side of the exercise, as in the first accom 
panying illustration, or may avoid guessing in even longer MS 
by providing 5 and 8 or 10 statements for appropriate matching © 
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concepts. Two forms of multiple-matching exercises are quite com- 


mon, as illustrated herewith. In the first, each statement on the short 


Excerpt FROM Sones-Harry HicH Scoot AcHIEVEMENT TEST 


Dmecttons. In the parentheses after each literary product in Column 2 write the 
number of the form in Column 1 that tells what type it is. 


Corvus 1 (Literary Forss) Corvus 2 (Lrrerary PRODUCTS) 
balad 6. essay 46. The Gold Bug... EN 
2, biographical novel 7. historical novel 47, Ivanhoe...... ce == ( Jar 
rd 8. short story 48, Thelliad... eee Cos 
4. elegy 9. sonnet 5 d NAME S 
& epic poetry 10. tragedy 49. To Solitude (Keats)... 49 
60. Sesame and Lilies.....« «ss (25 


Source: W. W. D. Sones and David P. Harry, Jr., Sones-Harry High School 
Achievement Test, Form A, World Book Company, Yonkers, N.Y., 1929. 


side of the exercise is needed from one to several times for filling all the 
blanks on the long side of the set. In the second, the matching extends 


Excerpts rrom Evy-King Tests IN AMERICAN History 


m L State how each of the following is especially noted by placing "a" 
petore the names of writers, "b" before the names of statesmen, "c" before 


ae "d" before pioneers, “e” before educational leaders, and "f" be- 
ary leaders: 

UC ) Clay 7. ( ) Webster 

2. ( ) Whittier & ( ) Scott 

Sm) Whitney 9. ( ) Mann 

* C ) Houston 10. ( ) Calhoun 

5. ( ) Austin 11. ( ) Hawthorne 

$t) Mary Lyon 12. ( ) Fulton 
E em A Ely and Edith King, Ely-King Tests in American TE 
py, ^ thern California School Book Depository, Ltd, Hollywood, tt» 


ti , 
0 three related lists organized on a balanced or an unbalanced basis. The 


Xm ommon adaptation is that known as an identification hians 
a. of a map, chart, or other graphical ae = 
With ter with names of states, as in the accompanying il Bees Md 
Chart jg gl of the science or other subject area from W 
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ExcrenPT rrom Sones-Harry Hicu Scuoor ACHIEVEMENT Test 
Directions. In the first parentheses after the name of each book in Column 3 


write the number of its author from Column 1. In the second parentheses after each 
book in Column 3 write the number of its author's nationality from Column 2. 


Coras 1 (Autiors) CoruwN 2 (NATIONALITIES) Cotumn 3 (Books) 
J. Cervantes 1. American 59-60. The Odyssey....... Author( — )s0 
2. Dante 2. English Nationality ( — )e0 
ml SOM. LEN Te Pal sons Author( Jor 
5. Goethe 5. Greek Nationality ( — )e2 
6. Homer 6. Hebrew 68-64, Faust............. Autho( )63 
7. Hugo 7. Italian Nationality ( — )64 
5 vtm - oe 65-66. Paradise Lost ...... Author( — )65 
10. Tolstoi 10. Spanish Nationality ( — )c6 


67-68. The Wild Duck ....Autho( — )67 
Nationality ( ) 68 


Source: W. W. D. Sones and David P. Harry, Jr., Sones-Harry High School 
Achievement Test, Form A, World Book Company, Yonkers, N.Y., 1929. 


Excerrer FROM Cooperative American History Test 


31. A state that was part of the “open range" 
cattle country of the latter half of the nine- 
teenth century was 
31-1 , D 
31-2 'G 
31-3 H ) 
SPOT, CE NEED EIU ( 

32. A state made from territory that was for a 
time held jointly by Great Britain and 
America was 
32-1 B 
32-2 1 


33. A state made from territory declared free of 
slavery by the Missouri Compromise was 
33-31 E 


3- 
; 33-2 F 
tems 30 ihrough 34 refer to the map above.) a L Exod 
30. The territory acquired because of f Se my seria dte E : 
N i ion i SMS E 34. Mineral wealth was one of the chief reasons 
3 oeii aggression included for the speedy settlement of 
Ea 341 C 
as "a 
ROTOR ER, CREE Ba pert Ne E (y SAM capsa RE UD 


, Source: Mary Willis, Cooperative American History Test, Form T, Coopera- 
tive Test Service, New York, 1943, 


PRODUCT AND PROCEDURE MEASURES 
Tests of the paper-and-pencil variety are useful in measuring many 
types of instructional outcomes, but there remain many outcomes not 
possible of measurement by such means. Among such are the many skill 
involved in such subjects or areas as manual arts, home economics, fige 
arts, business education, laboratory science, and even handwriting. It 18 


—— — 


THE METHODS WE USE 251 


sible to test knowledges pertaining to such skills by paper-and-pencil 
tests, but the ability to perform the skill must be measured more di- 
rectly. It is possible, for example, to determine whether a boy in man- 
ud training knows how to plane up a board by a verbal test, but meas- 
urement of his ability to perform that task must be by more direct 
means. 

Two methods of measurement are available for use with these skill 
outcomes, Product measurement is based on an appraisal of the com- 
pleted task, whereas procedure measurement requires observation and 
appraisal of the various processes involved in completing the product. 

Product measures. Measurement of pupil achievement indirectly in 
terms of the characteristics found in the products they produce may be 
accomplished by using such paper-and-pencil, but non-test, devices 
as quality scales, rating scales, and score cards, and also by using vari- 
ols non-test techniques involving paper and pencil only incidentally. 
The quality scales, rating scales, and score cards usually result in the 
assignment of numerical representations to qualitative performances, 
while the other techniques more often result in the assignment of nu- 
merical representations to quantitative performances. 

Product measures of the qualitative and quantitative types must often 
be interpreted together to obtain a complete appraisal of pupil per- 
formance, In handwriting, for example, both quality of the product 
and speed in its attainment are important. Similarly, reading speed and 
Comprehension are factors in reading proficiency, and typewriting 
roe involves both speed and aeda EMEN 
tong E are of no major significance a genus cae 
lily, uali Se dies i wee SA G p. aod ons: meas- 
eu iy of performance is less directly important 1n $ a 

» Such as points scored in a basketball game, than Is the quantity 
Produced, 


Quality Scales, The quality scales most widely used today are de- 


Signed for measurement of handwriting ability, although the less widely 
bility are similar in 


ee for the measurement of composition a dados 
among th è interesting to note that handwriting qué d T 
Bus rst standardized measuring instruments develope ane 
dong a n ized handwriting scales consist of samples so ipie 
i r scale that equal numerical differences repr xit 
Sin quality of handwriting. Samples of pupil handwriting 
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evaluation by means of the scale may be obtained either from regular 
written work or from a special class activity in which each pupil writes 
a certain selection according to standardized directions. The pupil sam- 
ples are then compared with the scale, and the numerical value of the 
scale sample most nearly like each pupil's writing is assigned. The ac- 
companying illustration of two levels from the handwriting scale of the 
Progressive Achievement Tests shows the general nature of these qual- 
ity scales, 


SAMPLES FROM Hanpwaitine SCALE or Procressive ACHIEVEMENT Tests 


Source: Manual of Directions, Progressive Achievement Tests, Advanced Bat- 
tery, p. 6, California Test Bureau, Los Angeles, 1943, 


Rating Scales and Score Cards. Two similar instruments which pu 
vide for evaluation of pupil behavior by assigning numerical equis 
lents to descriptive statements are rating scales and score cards. Rating 
Scales are available for measuring various types of instructional out- 
comes and also for use in personality measurement, whereas Score 
cards are usually limited to appraisal of pupil behavior indirectly ji 
means of the products the pupils produce. Rating scales typically dea 
with important characteristics of pupil behavior, but score cards are 
concerned with characteristics of the work produced by pupils. 

The accompanying excerpt from the Haggerty-Olson-Wickman Be- 
havior Rating Schedule illustrates the graphic feature often found F 
rating scales. Descriptive statements representing scaled degrees $ 
quality or merit appear at equal intervals along a line usually divide 
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into 5 or 10 segments, and the rater indicates his evaluation of pupil 
behavior by placing a check mark at the appropriate place on each 
line. Such rating scales are more applicable to the evaluation of work 
habits and study skills than to the informational types of instructional 
outcomes and to the broader behavioral characteristics usually consid- 
ered under the heading of personality. 


Excerpt rrom HaccenRrv-OrsoN-WickMAN BEHAVIOR RATING SCHEDULES 


15. Is he quiet or talkative ? Score 


T 
Upholds his Talks more than Jabbers 
end of talk his share — 


(2) @) [9] 


T 
Speaks very 
rarely 
(3) 


16. Is his behavior (honesty, morals, etc.) generally acceptable to ordinary social 


standards ? 
rae T T 
Unacceptable, Ordinarily Always Bends.backward, 
Extreme acceptable acceptable Very rigid — 
violations standards 
(5) (3) [0] Q) 
17. What are his social habits? 
ET E — MEER E 
Lives almost Pursues usual Actively Prefers social — 
haa to social activities seeks social activities to 
imself and customs pleasures all else 
(4) (1) Q (5) 


pence: M. E. Haggerty, W. C. Olson, and E. K. Wickman, Haggerty-Olson- 
E pun Behavior Rating Schedules, Schedule B, World Book Company, Yonkers, 
Ys 1930. 


Standardized score cards have been provided in the field of home 
“onomics more than in any other subject area. They are designed for 
the evaluation of foods, clothing, personal appearance, and other prod- 
"c5 and characteristics, Some are available for use with commercial 
des and hence are valuable in consumers’ education. Others are 
"ended for use in evaluating pupil-made products, and hence measure 
complex skills or sets of related skills. The food score card for meat 
m reproduced in the illustration on page 254, is representative 

IS type of instrument. Led 
wee Technique Product measurement is often applied in i 
S ied € quantity of something produced in a given time : PORA 
ing tests to perform a given task is the result desired. Spee ere 
Proficie ae product measures of this type- So also are me eee! 

ncy in athletics and physical education, such as the time 


ui " 
IST for a boy to run 100 yards or the number of points he scores 


m à basketball game. Similarly, the number of letters produced per 
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Foop Score Carp ror Mear Roast AND Gravy 


MEAT ROAST 31 
1 2 3 Score 
Appearance............... 1. Shriveled Plump and slightly moist L 
Color... 2. Pale or burned Well browned 2. 
Moisture Content... 3. Dry Juicy 3. 
Tenderness ..... 4. Tough Easily cut or pierced with fork 4. 
Taste and Flavor... 5. Flat or too highly seasoned Well seasoned —— 
6. Raw, tasteless, or bumed Flavor developed 6. 
GRAVY SCORE 
1 2 3 Score 
Color..... „ l. Insipid Light or dark brown; 
appetizing 1, 
Consistency... « Watery or too thick Slightly thicker than 
whipping cream 2. 
Texture 3. Lumpy Smooth 3. 
Taste and Flavor... 4. Greasy Not greasy A 
5. Flat or overseasoned Well seasoned 5———— 
6. Raw or scorched Flavor developed 6. 
SCORE ——— 


Source: Clara M. Brown, Food Score Cards: Meat Roast and Gravy, No. 31, 
University of Minnesota Press, Minneapolis, Minn., 1940. 


minute in handwriting and the number of words produced per minute 
in typewriting are quantified product measures. 

Procedure measures. Despite the fact that there are times when quan- 
tity of production is of paramount importance and quality of pet 
formance is a secondary concern, the quality of performance often 
determines in considerable degree the quantity produced. A typist who 
uses the “hunt-and-peck” system may be rapid and accurate, but she 
would doubtless be more rapid and accurate if she had acquired the 
touch system of typewriting. The fastest runners and hurdlers, the 
highest scoring basketball players, the best mechanics, the best typists: 
and in fact the persons high in their level of achievement in any type of 
skill performance attain quality in the finished product and speed in its 
attainment largely by virtue of the techniques or procedures they €M- 
ploy. Although individual differences in pupils in part determine what 
may be the best method for each to use, some methods can be demon- 
strated as superior to others in terms of such a purely physical factor 
as mechanical advantage. Hence, development of appropriate tech- 
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niques in the pupil is important in teaching, and procedure measure- 
ment is an important aspect of teaching which has such a purpose. 

Check Lists. The check list is the most common device for procedure 
measurement in laboratory science and other types of manual skills. 
Check lists may well be used to appraise procedures for pupils whose 
proficiency is shown by product measurement to be defective or in- 
complete. As the check list must ordinarily be used with individual 
pupils under direct observation of the teacher, such a device is time 
consuming. Its use should probably be limited, therefore, to exceed- 
ingly important skills and to the supplementation of product meas- 
urement. 

Both product and procedure measurement, the latter by use of a 
check list, are illustrated by a method devised at Ohio State Uni- 
versity for measuring ability to use a microscope.’ By presenting a 
problem to a class in which each member was equipped with a micro- 
scope and a prepared slide, allowing adequate time for completion of 
the problem, and observing each student's setting of his microscope, it 
Was possible by this simple product evaluation to distinguish those who 
could from those who could not use the microscope properly. Those 
Who did not attain the desired product, which was a microscope so ad- 
Juted that the desired image showed clearly, were subjected to the 
procedure measurement. 

The check list pictured in the accompanying illustrati 
the instructor with each such student individually as he attempted to 
Prepare a slide from yeast culture and locate a yeast cell under the 
Microscope. As the student manipulated the apparatus, the instructor 
recorded the sequence and nature of his actions. From the resulting rec- 
p instructor was able to obtain not only r net Lisa 
n ent could perform this laboratory skill ut à g 25 

mation valuable in later remediation of his defects. (See page 
ORA is widely applicable to laboratory M 2 Was n 
Which i s m manual arts and home economics, esp AW 

efinite sequences or steps of procedure are ne y 
preferable, 
Bir emia. Pupil procedures in skill p Uu 
y teachers through direct observation of the p i 
s bor Tyler, “A Test of Skill in Using a Microscope,” Educational Re- 
etin, 9:493-496, Nov. 19, 1930. 


ion was used by 


Se 
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Cueck List or STUDENT REACTIONS IN FINDING AN OBJECT 
UNDER THE MicnoscoPE 


STUDENT'S ACTIONS 
a. Takes slide 


Sequence 


STUDENT'S ACTIONS (Continued) of 


ag. With eye away from eyepiece turns down 


b. Wipes slide with lens paper fine adjustment a great distance * AS. 
€. Wipes slide with cloth ah. Turns up fine adjustment screw a great 
distance a 


d. Wipes slide with finger 
c. Moves bottle of culture along the table 
f. Places drop or two of culture on slide 
g. Adds more culture 

h. Adds few drops of water 

i, Hunts for cover glasses 

j. Wiper cover glass with lens paper 

k, Wipes cover with cloth ; 

Y, Wipes cover with finger 
m. Adjusts cover with finger 

n. Wipes off surplus fluid 

o: Places slide on stage 

P. Looks through eyepiece with right eye 
q Looks through eyepiece with left eye 
F. Turns to objective of lowest power 

6. Turns to low-power objective 

t. Turns to high-power objective 

v. Holds one eye closed 

v. Looks for light 

w. Adjusts concave mirror 

x, Adjusts plane mirror 

y. Adjusts diaphragm 

2. Does not touch diaphragm 

aa. With eye at eyepiece tums down coarse 


adjustment b. Obviously dexterous in movements 
ab, Breaks cover ges c. Slow and deliberate 
ac. Breaks slide d, Very rapid 


ad. With eye away from eyepiece turns down 
coarse adjustment. 
ac. Turns up coarse adjustment à great dise 


ai, Turns fine adjustment serew 2 few turns 
3j. Remove: slide from stage 

ak. Wipes objective with lens paper 

al. Wipes objective with cloth 
am, Wipes objective with finger 

an. Wipes cycpicce with lens paper 

ao. Wipes eyepiece with c 

ap. Wipes eyepiece wi 
aq. Makes another mount 
ar, Takes another microscope 

as. Finds object 

at. Pauses for an interval 

au. Asks, “What do you want me to do?” 
av. Asks whether, to use high power : 
aw. Says, “I'm satisfied” vade 
ax, Says that the mount js all right for his eye — 

ay. Says he cannot do it t NE 
az. Told to start new mount : 
aaa, Directed to find object under low power 
aab. Ditected to find object under high power 

NOTICEABLE CHARACTERISTICS OF 
STUDENT'S BEHAVIOR. 
a, Awkward in movements 


c. Fingers tremble 
f. Obviously perturbed 
B. Obviously angry 


tance 3 15,13, h. Does not take work seriously ” 
af, With eye at eyepiece turns down fine ad 23 i, Unable to work without specific directions... 
justment a great distance It, j. Obviously satisficd with his unsuccessful efforts « 
SKILLS IN WHICH STUDENT NEEDS Sequence Sequence 
QEN CHARACTERIZATION OF THE of 
FURTHER TRAINING HE STUDENT'S MOUNT Actions 
a. In cleaning objective V i 
b y 3 = 3. Poor light 
n cleaning eycpiece. PE o b. Poor focus 


€. In focusing low power 
d. In focusing high power 
e In adjusting mirror. 
f. In using diaphrigm 
fr In keeping bath eyes open 
In protecting slide and objective from 
breakig by careless focusing 


€. Excellent mount 
d. Good mount 
e. Fair mount 


; f. Poor mount 

z g. Very poor mount A " 
h. Nothing in view bur a thread in his eyepiece 

i. Something on objective 

j. Smeared lens 

k. Unable to find object 


Source: Ralph W. Tyler, “A Test of Skill in Using a Microscope,” Educational 
Research Bulletin, 9:493-496, Nov. 19, 1930. 
Way. A teacher of any skill subject well versed in his field is able to 
distinguish poor from good: techniques when he observes them and to 
aid pupils in the attainment of better techniques and procedures. In 
doing so, improvement of the product, both in terms of its quality and 
speed in its attainment, is usually the goal. 


T ARR 


' 
à 


PERSONALITY SCALES 


Two types of instruments often classified as personality scales appear 
to be uscful in the measurement of outcomes from the subject-matter 
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unit method. These are the attitude scale and the interests inventory of 
the general or non ocational type. Both are of the type known as per- 
sonal reports, for it is the pupil who personally indicates his attitudes 
or his interests in the manner prescribed. 

Attitudes scales and general interests inventories both reveal informa- 
tion which represents pupil attainments. Both, however, measure out- 
comes for which it is often difficult to establish sound criteria of worth. 
Attitudes appear in some controversial areas where no complete agree- 
ment exists nor may be expected to develop. Interests are often highly 
individualized and so related to such other factors as aptitudes and 
environmental influences that no pattern of interests desirable in all 
pupils is conceivable. Hence, results from attitudes and interests meas- 
urement should most often be used in obtaining insight into pupil char- 
acteristics, There are some areas, of course, in which relative agree- 
Ment exists, as in attitudes appropriate ina good citizen and interests in 
desirable forms of cultural experiences, but desirable pupil outcomes 
cannot be set up too exactly even in such areas. Persons differing widely 
in their attitudes and interests may be equally good citizens. 

Attitudes scales. Attitudes of varied types are instructional objectives 
in the school subjects. Representative are attitudes of good citizenship 
and cooperation in the social studies and scientific attitudes in the sci- 
ences. Attitudes may be either quite general or rather highly specific. 
For example, a person who has a fundamentally liberal attitude on 
Social and economic issues may behave in a very conservative manner 
Ma situation where his security is threatened. An attitude on such a 
broad issue as war is much more general than an attitude toward a par- 
ticular person. 

i, scales for the measurement of iar pod dl 
m PE. a two most widely known and probab 4 pucr of 
iu E. h scales are the Thurstone Seales for j d cg 
"A Er om and the Generalized Attitudes M PE : ud Dos 
OPEM ls colleagues. The Pressey Interest- a a neon Y 
in rie posés pu d ud resentative of 
s Ee The first part of the illustration 1s rep 

es ist method of attitudes measurement, deem tes 
tiety *» Interests inventories. Pupil interests may em 3 ride 

general as contrasted with vocational areas © 


idely 
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Among the areas where pupil interests are of direct concern to the 
teacher are types of persons, recreations, school subjects, motion pic- 
tures, and radio; and book, magazine, and newspaper reading. Interests 
in these areas are possible of measurement informally by means of ques- 
tioning individual pupils or class groups, asking pupils to write lists of 


EXCERPTS FROM Pressey IwTEREST-A TTITUDE Tests 


Directions: Below is a list of things which some people think are: wrong—that some 
people think a person ought not to do or is to be blamed for. Place a cross (X) on the 
dotted line in front of everything YOU think is wrong. Place two crosses (XX) in front 
of everything which you think is VERY WRONG—that a person is very much to be 
blamed for. You may mark as many or as few words as you wish. But be sure to mark 
everything which you think is wrong—that a person is to be blamed for. 


1 ccidents 3L. aristocrat (o „being stubborn 
2 ghting 32. .day-dreaming .broker 

3 gnorance 33. freak dispute 

4 alking back 34. idding playing cards 
$ rying 35... poker 65... 


Directions: Below is a list of things that people often like or are interested in. FS 
cross (X) on the dotted line in front of everything which YOU like or in which Eee 
are interested. Place two crosses (X X) in front of everything in which you are VER 
MUCH interested . . . which you like VERY MUCH. You may mark as many or as 
few words as you wish. But be sure to mark everything which you like or in which you 
are interested. 


ROMA 


OS emia! science 


Source: S. L. Pressey and L. C. Pressey, Pressey Interest-Attitude Tests, The 
Psychological Corporation, New York, 1933. 


their interests, or preparing an informal interests check list and e 
ministering it to pupils. Such techniques should ordinarily be delimite 
to one type of interests at a time if reasonably specific responses are 
desired. 

Standardized inventories are available for measuring interests in some 
of the activities listed above. One of these is the Pressey Interest 
Attitude Tests, which, as was mentioned above, also measure attitudes. 
In the accompanying illustration from those tests, the second part shows 


; à : nd 
a typical approach to measurement of interests in types of persons 2 
activities, 


THE METHODS WE USE 259 


OTHER MEASUREMENT TOOLS 


Materials accompanying many standardized achievement tests often 
serve a measurement function indirectly through the manner in which 
they provide for the summarization and integration of test results for 
individual pupils or class groups. Although such summarizations as class 
record forms supply are uscful, lists of pupil names and corresponding 
scores provide at best only a summarization of results from testing. 
Several other devices, of which the profile chart and class analysis chart 
seem most pertinent here, easily make possible a graphically descrip- 
tive and analytical representation of an individual pupil or class per- 
formance. 

Profile Charts. A measurement tool having considerable analytic value 
is the profile chart, on which are shown pupil results in comparable form 
and in relation to meaningful derived scores for the various parts of a 
test or various tests of a battery. Such profile charts commonly appear 
on the cover of the test booklet, on a separate answer sheet, or as a 
separate sheet for comprehensive achievement tests and for some per- 
sonality instruments. The accompanying illustration of the profile chart 


Sampre Purik Prorite ror Iowa Tests or EDUCATIONAL DEVELOPMENT 


ONES JOHN Ecos os | o4 | | 
pm 


Mut OF STUDI 
ENT LION ss 
x 


NINTH GRADE 

PROFILE OF STANDARD SCORES 
THE IOWA TESTS or 

EDUCATIONAL DEVELOPMENT 


ET 

Vet eonek, MARK, THE POSITION OF 
mt TANOARD Cent 

MARKS WITH STRAIGHT omes? Te AND 


20. 


THESE Ap, 
T 
WERDE BEGINNING-OF-YEAR nonusron 


us STATE UNIVERSITY OF IOWA 
ENCE RESEARCH ASSOCIATES 


D nne. 


Source: How to Use the Test Results: The lowa Tests of Educational Develop- 


ment, F : 
> P- 6, Science Research Associates, Chicago, 1947. 


provided with the Jowa Tests of Educational Development shows how 
: * Profile for an individual pupil supplies information of a broad diag- 
Ostic or analytic type. 


Class Analysis Charts, Although forms designed for use in class 
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SAMPLE Crass ANALYSIS CHART FOR 1 


Tha dela for Colerza 1 to 18 ere objained from the Metropolitan Achievement Tes, 


7 8 LJ 10 
ERA Avi. Russo | 3. Anma Funo. | 4. Anra Pron. Avi. Asru. 6 Lmmoroa. 
i a 
NNI 
z 
na 1 ; 
DAE 
a7 
H 
Bl — 
313 mi 
Zp] 
pun 4,22 |___— 
ae — 
ae) Bspainir] 1L 
meremur po E 
VISER teres] I——3À 
E |. 
B ——— 
|d — F 
— 16 S 
aaa 
[- ceni 
ee! 
—— eec 
es 
x T 


FÀ 
Source: Gertrude H. Hildreth, Metropolitan Achievement Tests: Manual for 


analysis more often accompany elementary-school than secondary- 
school test batteries, they are provided with several test batteries ovet- 
lapping the two levels at the junior high-school grades. Such charts 
commonly provide for representation of individual pupil status and 
median class achievement levels in relation to age norms, grade norms, 
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METROPOLITAN AcHiEvEMENT Tests 
‘The dets for Columns B apd B ahould be tbtlned from en intaDipenea (esl, 
| it n 13 14 
nr Tea Sant] aee 10. Suuna 
(35101313 35,104,3 10 — — 


ac 
= m 
B——. 18 
SS = 
za. 
212 —— 
fooga " 
7,14 
4 | 
pa 
(74 
" 49 
E ia 
TEN ERE — 12 
L— SERES E FEN [22 Y 
Ee [ — —IEyE ecu 10 
io. L2] 
CIE jus v2 
die 2 = 
| [7] 
T E m 
RO Em 
———— SN ea 
[oS L2] 
m. | = 
——— ies 
a ee I 
TS 
i 6.2 68 | Median 


Interprets i 
Mbreting, pp. 56-57, World Book Company, Yonkers, N. Y. 1948 


a both, or even in terms of percentile ranks. The accompanying ir 
cM Metropolitan Acbievement Tests illustrates the Lap ne 9 
i me class analysis chart and indicates P: Hes ma 
E portant information concerning indivi Bump NR 

nce is displayed in relation to meaningful derive 


nner in 
d class 
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TEACHERS' MARKS 


The two marking bases which seem to be most characteristic of the 
subject-matter unit method of instruction and most closely in harmony 
with the philosophy and method embodied in it are the point-scale 
and the trait rating methods. The first definitely and the second only 
somewhat less involve the marking of each pupil in terms of his status 
as compared with that of other members of his class. William R. Ross? 
found in 1939 that more than 80 per cent of secondary schools used a 
point system ranging from 2 to 10 categories and that 23 per cent of 
such schools employed ratings on character or personality traits as a 
supplementary device. It seems likely, therefore, that the patterns of 
marking which we have discussed here are most typical in present 
practice. 

The point-scale marking procedures discussed in Chap. 8 are based 
on the grade-standard theory, whereas those discussed in this section are 
based on the normative or class-average theory. These theories and the 
theory based on accomplishment in relation to potentialities for ac- 
complishment were discussed in Chap. 5. Although the resulting letter 
marks are stated in the same terms in the grade-standard and normative 
treatments, the methods involved in obtaining the marks are distinctly 
different. It is probable that the tendency in schools using the subject- 
matter unit method is to use fewer categories, say two, three, or five, 
than is true of schools using the recitation method, where five or more 
categories appear to be typical. 

Normal curve marking systems. A marking system based on the normal 
curve is used in some manner in most schools which prefer to mark 
pupils on a point scale in terms of their relative achievement levels. Al- 
though the assignment of certain percentages of each letter mark can 
obviously be determined only by arbitrary means, as there are no 
standards which can conceivably be applied, the usual practice is to 35- 
sign more marks toward the middle of the distribution and decreasing 
numbers of marks as the deviations from the average become greater m 
either direction. This is in harmony with the characteristics of the nor- 
mal curve discussed briefly in Chap. 16. 

Various proposals have been offered for percentages of each letter 


_ William L. Wrinkle, Improving Marking and Reporting Practices, pp. 50-5? 
Rinehart & Company, Inc., New York, 1947. 
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mark on a 5-point scale, but Symonds offers such patterns ê for scales 
having anywhere from three to seven distinct marks. The first of the 
two methods suggested below for assigning marks can easily be adapted 
to any number of points from three to seven, but the second method, 
illustrated in terms of the most popular 5-point scale, is less readily 
adapted to scales having other numbers of points. 


PERCENTAGE DISTRIBUTIONS FoR MARKING SYSTEMS 
Basrp ow Dirrerent Numbers or PoINTS 


3 points | 4 points | 5 points | 6 points | 7 points 
20 11 7 5 4 
60 39 24 15 10 
20 39 38 30 22 

11 24 30 28 
7 15 22 

5 10 

4 


Neither of the two methods briefly outlined here should be used with 
Absolute rigidity. There are too many instances in which two or more 
Pupils have identical composite scores or too closely similar scores to 
Warrant assignment of different final marks and in which there is too 
Seat variation in the caliber of pupils taking the same course from 
ane ee t may sometimes be justifiable to assign a greater Or 
Cn Percentage of one or more letter marks than is called for in 
T or even to assign no F or no A marks for a class definitely 

average or below average. 3 
^ ie Marking. The simplest and perhaps most widely use Tt 
PI by which specified percentages of each letter ps D 
composi may be termed linear. It merely involves the ae adi 
ined i achievement measures, obtained by a metho suc i a 
the hi T Chap. 8, in descending order and counting pU 2. 
each [^ €st to the lowest scores in terms of the desired perce ee ? 

ter mark. If, for example, there are 32 pupils in a class an 


"SGDE System based on Symonds' 5-point pattern is in use, the 
8 s 
nig M. Symonds, Measurement in Secondary Education, p. 512, The Mac- 
?mpany, New York, 1927. 
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numbers of pupils receiving each mark are: A, 2 (7 per cent = 224); 
B, 8 (24 per cent — 7.68); C, 12 (38 per cent — 12.16); D, 8 (24 per 
cent = 7.68); and F, 2 (7 per cent = 2.24). 

Russell developed a Classroom Scaler and Grader? useful in assign- 
ing marks on a 5-point normal curve scale. Various cards providing for 
different percentages of A, B, C, D, and F marks, chosen by the user 
as desired, may be slipped into a frame. After the pupils have been 
ranked from highest to lowest in achievement on a test or on a semes- 
ter’s work, the mark corresponding to each rank can be obtained by a 
simple manipulation of the instrument. Provision is made for classes 
ranging in size from 16 to 60. 

Deviation Marking. A marking system which takes into account the 
range or variability of achievement existing in a class group is pro- 
posed by Lindquist.” The first requirement is to obtain two measures 
—the arithmetic mean (A.M.) and the mean deviation (M.D.). The 
arithmetic mean is the sum of the scores divided by the number of 
pupils. The mean deviation is obtained by determining the amount 
by which each pupil score deviates from the arithmetic mean, adding 
these deviations, and dividing by the number of pupils. The second 
requirement is to use these two measures in establishing points sepa- 
rating adjacent marks on the 5 -point scale from A to F. Pupils whose 
Scores are 


More than two M.D. above the A.M. should receive A. 

Between two-thirds and two M.D. above the A.M. should receive B. 

Between two-thirds M.D. below the A.M. and two-thirds M.D. above 
the A.M. should receive C. 

Between two-thirds and two M.D. below the A.M. should receive D. 

More than two M.D. below the A.M. should receive F. 


Trait Ratings. Provision for the reporting of teacher evaluations of 
pupil character and personality traits is not uncommon on report 
in supplementation of the marks regularly reported in school n 
Pupil traits are probably more often rated by the use of such symbos 
as E (excellent), S (satisfactory), I (improving), and U (unsatisf actory) 
than by the use of A, B, C, D, and F marks. This represents a desirable 

© Charles Russell, Classroom Scaler and Grader, Ginn & Company, Boston, 193 j 

? Herbert E. Hawkes, E. F. Lindquist, and C. R. Mann (Eds.), The Construit 


tion and Use of Achievement Examinations, pp. 118-125, Houghton Mifflin Com 
pany, Boston, 1936, 
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deviation in selection of symbols, for the A, B, C, D, F symbols seem 
too definitely subject centered for application to character traits. 

Character and personality traits are very difficult to classify in such 
manner that the desirable areas are adequately covered without over- 
lapping and so that the traits chosen are clearly defined in the thinking 
of teachers. Traits of reliability, dependability, and responsibility, some- 
times listed on the same card, appear to overlap seriously. Such traits 
as neatness, promptness, cooperativeness, accuracy, and many others are 
variously used by different schools. A not uncommon result is that the 
traits listed are stated so tersely, often as single words, that their mean- 
ings are obscure and subject to very different interpretations by dif- 
ferent teachers. 

Obtaining composite measures of achievement. A third method of ob- 
taining composite measures, to add to those presented in Chap. 8, 
isbased on the assumption that A, B, C, D, and F marks or their equiva- 
lents are used in interpreting results for all types of tests, other written 
work, and even appraisals of other types. On tests, where results are 
often distributed widely enough in terms of scores to permit, plus and 
minus symbols may be used to indicate high and low marks of each 
letter category. On term papers, however, where scoring objectivity 
Snot high, only the five major categories may appropriately be used. 
A table of the type shown below is advantageously prepared, and the 
number of columns of weightings can be determined by the degrees of 
emphasis desired for various types of marks. 

To illustrate the use of this method, it may be assumed that the 
Tid E^ and their relative weights in a particular cc 3 
COM nal cxamination—5; two less comprehensive exami i 

; à summation of several short, written quizzes—1; a term paper 
JW ee of several other less comprehensive een 
sis : * muy also be assumed that plus and minus p iim 
of A. B EAM marks to the examinations, but that t ii S adt 
mation of sand F only have been used for the term pap oe a 
ing Sint quizzes, and written reports. The eee 2 tins 
apatite obtained from the table mig ki comprehen 
Sive hin, a pupil: final examination B— (45); two MET. 
Vin p C+ and B— (16 and 18); ue cud 
Papers D A ); term paper C (21); and summation 0 ve DAT Uh 

). The pupil's composite score would then be 114. 
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this and comparable scores for other pupils are arranged in descending 
order, it should not be difficult for the teacher to convert these com- 
posite scores into letter marks by the same general type of procedure 
as is used in assigning letter marks to the various tests and other 
measures, 


TABLE 2. TABLE FOR OBTAINING WEIGHTED COMPOSITE SCORES 


Weighting 

Mark 

One Two Three Five 
AF 14 28 42 70 
A 13 26 39 65 
A— 12 24 36 60 
B+ 11 22 33 55 
B 10 20 30 50 
B-— 9 18 27 45 
C+ 8 16 24 40 
C T 14 21 35 
Cc— 6 12 18 30 
Di 5 10 15 25 
D 4 8 12 20 
D- 3 6 9 15 
Be 2 4 6 10 
E 1 2 3 5 
F— 0 0 0 0 

SUMMARY 


The types of behavioral outcomes sought in the subject-matter van 
method of instruction must receive basic consideration in the selection 
of appropriate measurement techniques. Physical and social skills, h ix 
its, knowledges, ideas and concepts, understandings, interests, and atti- 
tudes were listed as important outcomes in Chap. 9, whereas appre- 
ciations and ability to apply subject-matter masteries to the needs ? 
group living were mentioned as supplementary outcomes. Appreci2 3 
tions and abilities to apply subject-matter masteries are dealt with > 
Chap. 14, and understandings, which receive indirect attention here ae 
considered more definitely in Chap. 14. 


aa ie i ; od 
Measurement procedures characteristic of this instructional meth 
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were outlined by Monroe, De Voss, and Kelly primarily for stand- 
ardized tests. Initial steps are determination of the minimum essentials 
of the subject and sclection of the appropriate type of test and of test 
exercise. Additional steps are concerned with the construction and vali- 
dation of the test. These procedures may be applied to some of the non- 
test techniques as well as to the tests appropriate for the subject-matter 
unit method of instruction. 

Standardized or sernistandardized instruments of greatest significance 
here are prognostic and inventory tests, diagnostic and analytic tests, 
instructional and practice tests, survey tests, and product scales. Cer- 
tain simple modifications of the basic informal objective item types are 
also directly in line with the subject-matter unit method of instruction. 
Product and procedures measurement, represented primarily by stand- 
atdized quality scales and by rating scales, score cards, and check lists, 
ate of major significance in the measurement of skill outcomes. 

Less tangible outcomes of the attitudes and general interests types are 
measured most effectively by the use of standardized scales or teacher- 
Constructed questionnaires. The profile chart and the class analysis chart 
ae designed for presenting overviews of pupil and class performance on 
standardized achievement tests. 

Marking practices of teachers working under this instructional 
method appropriately include either a linear or a deviation method of 
ipplying the normal curve concept to a point-scale system. A 5-point 
3 B, C, D, and F scale is probably most typical, but many schools have 
i uced to a 3-point or even a 2-point marking base. "Trait ratings Ed 

© employed in some schools under the subject-matter unit method. 

Procedure useful in obtaining composite measures of subject-matter 


E i i + . . 
p for pupils should aid the teacher in assigning final course 
arks, 
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DIVISION C 
METHOD BASED ON THE EXPERIENCE UNIT 


Chapter 12. THE ORIGIN AND THEORY OF 
THE EXPERIENCE UNIT METHOD 


The experience unit as a method of teaching on the secondary-school 
level is a comparatively recent development. Even now its use is not 
widespread, and much of the pioneer work that led to its introduction 
was conducted by clementary-school teachers and supervisors. Like 
many other innovations in education, this new form of instruction made 
rapid strides during a period of social and economic uncertainty. The 
experience emphasis gained important attention during the depression 
years which preceded the Second World War. At that time the eco- 
nomic and social life of the nation was marked by widespread unem- 
ployment and the failure of existing institutions and arrangements to 
Provide adequately the wants of all the people. A search for more ef- 
ective arrangements brought about new governmental services such as 
Wemployment insurance, the minimum wage, old-age pensions, and the 
*egulation of the sale of securities. The lack of employment opportuni- 
15 forced many boys and girls either to spend their days in idleness or 
to continue in secondary school beyond the age they normally would 
“Ve to go to work. It is not surprising, therefore, that the spirit of dis- 
mum with existing conditions which encouraged p. peii 

t arrangements in the social and economic realms, also 
Way into the schools. 
is oo be a mistake to assume, however, that e Qd ws 
M P. solely of the Great Depression. [a t bd eee a 
nought P this method of teaching during n dead 
i. pU by the convergence of a > iad 

UM Ji E of which are almost as old as Wes S usse nose 
ots ch the natural outgrowths of development dad 

*pters. None had its origin exclusively within the twe 
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tury. Three of these major contributing factors will be described 
briefly in this chapter in order that the nature of the experience unit 
may be more easily understood. 


THE MAJOR CONTRIBUTING INFLUENCES 


The activity movement. Perhaps the most obvious point at which the 
experience unit differs from other teaching methods is found in the 
view that the learner must be actively engaged in the learning process. 
The leaders in the experience movement looked with disfavor on the 
prevailing forms of instruction in which the pupil is passive and is ex- 
pected to receive whatever information, discipline, or behavior habits 
are thought by the school authorities to be the best for him. This ar- 
rangement, it was claimed, makes it entirely too easy for the school to 
impose whatever economic, social, or political views the school happens 
to favor. 

The older view that the learner is the passive recipient of education 
was derived from psychological theories that held that learning is the 
business of the mind. From this it followed that if the body is engaged 
in activity of any kind, the activity will distract and hinder the mind 
in its work. Hence, pupils were expected to sit still, to listen attentively, 
and in general to maintain a school atmosphere so orderly and so quiet 
that if the proverbial pin were dropped, it might be heard by every- 
one within the classroom. The lock-step type of mass education devel- 
oped by some of the followers of Herbart in America was particularly 
given to the notion that the pupil is merely a container into which the 
teacher must pour whatever knowledge is good for him. It was this 
same group of educators who believed that learning depends primarily 
upon the activities of the teacher rather than upon those of the pupil. 

Activity for Physical Development. Historians point out, however, 
that some forms of physical activity have been encouraged by the 
schools at various times throughout the history of che Western world. 
It is a well-known fact that the Greek and Roman educators placed con- 
siderable emphasis upon participation in games and sports as part of the 
education of every young man. Their reason for this emphasis, howevel, 
was not that physical activity was thought capable of improving the 
participant’s ability to reason or to change his forms of conduct tO 
secure more satisfactory results, but rather to help him become a strong 
and capable defender of the state. It must be remembered that the 507 
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of Greek and Roman citizens were destined to become not only the 
political and social leaders, but also the military leaders of their day. 
Thus, while a strong and disciplined body was not thought to be neces- 
sary for the exercise of wise political and social judgment, physical 
strength was necessary to carry out whatever policies might be agreed 
upon in the council chambers. In brief, the Greek and Roman attitude 
may be summarized in the statement, current even today, that the edu- 
cated individual is one who has a “strong mind in a strong body.” 

Even this grudging concession to physical activity disappeared for 
atime following the fall of the Roman Empire. The early Christians 
renounced concern for material things and fixed their hope for a bet- 
ter world on the promise of a spiritual existence after death. For them, 
preparation for life in the hereafter became the all-absorbing purpose 
of this life, and anything that tended to divert the individual from this 
high purpose obviously was inspired by the devil. The wants and needs 
of the body, including the play of children, fell into the category of 
things to be avoided, and education became a matter of fostering the 
things of the spirit. It was not until the Humanist movement appeared 
in Italy roughly twelve hundred years after the birth of Christ that 
the schools of Western Europe again accepted responsibility for the 
physical well-being of the pupil. DeFeltra, one of the first of the hu- 
Manists to introduce games and competitive sports into the program of 
school activities, admittedly was following the pattern of Roman sec- 
ondary education described by Quintilian in the Institutes of Oratory. 

Secondary education was introduced to America in the form of the 
= 2 school, a direct descendant of the type ne ids 
um E pom several centuries earlier. The ge a HI 
ting P ers, however, did not permit them to look n 1 hc 
iius z might please or glorify the body. Education was f ae 

atter, closely related to their religious duties. Obviously 


sc à i É 
hool was not a place in which to harbor foolish notions or laxity of 
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Scipline that would encourage the development of concern for the 
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Activity for the Stimulation of Mental Development. Meanwhile, F 
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Europe. This eighteenth-century intellectual had proposed the revolu- 
tionary theory that human nature is inherently good, but that indi- 
viduals acquire their tendency toward evil from the corrupt social en- 
vironment into which they are born. In the opening paragraph of his 
book, Emile, Rousseau set forth his theories as follows: 


Everything is good as it comes from the hand of the Author of Nature; but 
everything degenerates in the hands of man. He forces one country to 
nourish the productions of another; one tree to bear the fruits of another. 
He mingles and confounds the climates, the elements, the seasons: he muti- 
lates his dog, his horse, and his slave; he overturns everything, disfigures 
everything; he loves deformity, monsters; he will have nothing as Nature 
made it, not even man; like a saddle horse, man must be trained for man’s 
service—he must be made over according to his fancy, like a tree in his 
garden.* 


According to Rousseau, the instincts that would lead to right action 
in all things are implanted in the mind of man at birth. These instincts 
need only an opportunity to unfold and develop without restraint by or 
contact with the warping influences of man-made society. The un- 
foldment should occur during the years of childhood and youth in much 
the same manner that the genes implanted in a seed unfold into a per- 
fect plant under suitable conditions. Rousseau recommended, therc- 
fore, that the child be placed in the care of a suitable tutor at an early 
age and transported to a rural environment where his contacts with 
organized society would be reduced to a minimum. On the other hand, 
the stimulation found in this unspoiled, natural environment would 
arouse the inborn instincts and cause them to unfold in much the same 
way that the rain, sun, and the chemicals in the soil call forth the po- 
tentialities implanted in the seed. It was to be the tutor's responsibility 
first, to protect the child from harm; and second, to arouse the child's 
curiosity about the objects and experiences encountered as the two of 
them proceeded to explore their environment. This curiosity was then 
to be used by the tutor to motivate the child to discover uscful facts 
about his environment and to improvise suitable forms of adjustment 
with reference to it. If this system of education were to be employed, 
Rousseau claimed, the child would, upon reaching maturity, have de- 


+J. J. Rousseau, Emile, trans. by William H. Payne, p. 4, D. Appleton-Centu'y 
Company Inc., New York, 1893, 
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veloped natural habits of behavior in contrast to the artificial customs 
and practices perpetuated by the existing society. In addition, he would 
have developed the stability necessary to withstand the pressures exerted 
by society to induce him to conform. 

Impractical as Rousseau’s views on education may have been, they 
influenced profoundly the thinking of Pestalozzi, Herbart, and Froebel, 
the three European educators of the nineteenth century with whom 
modern education is said to begin. Froebel in particular incorporated 
in his educational theory that part of Rousseau’s doctrine which held 
that the nature of the child is vastly different from that of the adult, 
and that each stage of maturity calls for a unique set of interests and 
forms of activity. Froebel’s method was founded on the assumption 
that the child’s potentialities unfold from within under appropriate ex- 
termal conditions. Obviously, the school should provide the necessary 
conditions, and Froebel’s efforts to devise such a school led to the de- 
velopment of the kindergarten. He insisted that children will develop 
UY favorably when they participate actively and pleasurably in 
activities motivated by their own interests, curiosity, and desires. One 
can recognize in this view the free play activities of the modern kinder- 
farten. Froebel differed sharply with Rousseau, however, on the re- 
moval of the child from social contacts, for Froebel made active social 
Mrücipation one of the most important elements of his educational 
Program? 

From this description it should be evident that Rousseau and Froebel 
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moral issues. This view that physical activity is an important condi- 
tion in setting up desirable learning situations, represents the second 
phase in the development of the activity movement. 

Activity for the Development of Social and Moral Ideals. The third 
stage in the activity movement is marked by the introduction of the 
view that physical activity can determine, in part at least, the nature of 
that which the individual should think and believe. The basis for this 
theory was set down by a line of philosophers that includes among 
others Thomas Hobbes and John Locke. These men were influenced by 
the discoveries of individuals who had turned to scientific research as 
the method for discovering truth and whose discoveries were disproving 
many of the traditional beliefs and conclusions that had been supposed 
to be founded on absolute truth derived from a nonphysical source. In 
the light of the new scientific discoveries, Hobbes and Locke concluded 
that man can have no knowledge except that which has come to him 
through his physical senses, or is based on such sensory experiences. It 
follows from this theory that learning results from the activities of sai 
ing, hearing, touching, tasting, and smelling, and upon the organiza- 
tion of these “sense ideas” into “ideas of reflection.” In this type of 
learning, the pupil must reach out into his world to gain knowledge. 
The more actively he seeks, the more knowledge he will acquire; and 
the larger his supply of knowledge, the better his judgments will be- 
come. It follows logically that schools should provide many sensory 
experiences as well as practice in organizing this sensory knowledge into 
the “ideas of reflection” which are man’s guiding principles and ideals 
Pestalozzi, who was influenced by this theory, devised a type of in- 
struction which is known as “sense” teaching. In Pestalozzi's schools the 
garden, the workshop, and the farm took their places beside the class- 
room as the stages on which teaching took place. In spite of his per- 
sonal shortcomings, Pestalozzi proved to many influential Europeans 
the soundness of his philosophy and of his methods. Herbart, who ar 
lowed Pestalozzi, laid particular stress upon the method by which mora 
ideals were thought to grow out of “ideas of sensation.” It was he who 
developed the formal teaching steps that were adopted so widely n 
America as the method for giving pupils a mastery of subject matter, 
particularly facts and processes, in the shortest time possible. The 
nature of his teaching method was described in some detail in preceding 
chapters. 
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Although Pestalozzi and Herbart recognized the part played by sen- 
sory experiences in determining the nature of moral ideals, it remained 
for Froebel, the third member of this group of pioneers in modern 
education, to employ pupil activity as an integral part of the educative 
process. Reference has already been made to F roebel’s belief that physi- 
al activity can stimulate the development of moral ideals. He went 
much farther, however, and claimed for such activity the ability to de- 
termine the nature of the ideals themselves. His careful selection of 
activities or "gifts" suitable for kindergarten pupils reflected his faith 
in these particular forms of activities for bringing about the emergence 
of the right ideals. 

Froebel's kindergarten movement helped foster a new faith in the 
interdependence of manual activity and mental development. On the 
stcondary-school level, this new line of thought took the form of the 
manual training movement. When it had first been introduced on eco- 
nomic grounds, manual training had not been accepted asa respectable 
branch of the educational program by the discipline-minded educators 
of the nineteenth century. However, the argument that manual ac- 
tivity has a direct bearing upon mental development ultimately helped 
transform the academic atmosphere from one of hostility to one of 
tolerant acceptance. Some of the numerous shop courses found in many 
modern secondary schools had their origin in this line of thought. 

The psychological developments of the twentieth century gave 
farther impetus to the activity movement. The first of these develop- 
ments to gain general attention, namely, the behaviorist school of po- 
chology, was based on the theory that all behavior, including “mental 
Cen Eee a 
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response, will cause that response to become habitual. The learner. how- 
ever, must go through the trial-and-error stage, for the teacher cannot 
reach into his central nervous system and establish the desired neural 
connection for him directly. The teacher's responsibility is to control 
the learning situation so that, if possible, only one new stimulus is pre- 
sented at a given time, and to control the trial-and-error process so 
that only the desired response will yield satisfaction to the learner. 

The German school of Gestalt psychology and its American version, 
the organismic school, followed close on the heels of the behaviorists. 
Rejecting the behaviorist’s theory of specific neural connections be- 
tween stimulus and response, as well as his definition of the learning 
process, these newer schools of psychology hold that the individual 
undergoes changes as the result of his experiences so that he becomes, in 
effect, a new individual. His response to subsequent situations there- 
fore is determined in part by the experiences he has already undergone, 
as well as by the nature of the new situations.® Much emphasis is given 
to the learner’s purpose, for it is this purpose and not merely the sensory 
stimuli immediately present that will determine the nature of the re- 
sponse. The stress in teaching, therefore, should be on helping the 
learner develop desirable purposes, a process that requires the learner 
to define his purposes, to put them to use in the activities that are of 
concern to him, and to redefine them in the light of his experiences for 
use as guides to further learning. Since purposes grow out of pus 
ence, are tested in experience, and take on new meaning in the light 
of experience, learning must be an active, ongoing, experience-produc- 
ing process. It is from this emphasis that learning has been defined a$ 
"doing," and teaching as the guiding of pupil experience. 

From this brief description of the evolution of the activity movement 
in education, it should be evident that considerable support is being 
given by psychologists to the theory that the pupil learns only as d 
actively participates in the educative process. While teachers may help 
the process along in various ways, the dynamic force that makes learn- 
ing possible must be provided by the pupil himself. This calls for a 
educational content that grows out of the problems, needs, and interests 
of the learner. Pupils must see the purpose of that which they are doing 
in school before they can enter actively into the learning process. 


° John Dewey, Experience and Education, pp. 26-27, The Macmillan Companys 
New York, 1938. 
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School work that is assigned by the teacher for reasons that are not 
clearly recognized or accepted by the pupil deteriorates into mere busy 
work, whereas work undertaken by the pupil for reasons of his own 


provides an opportunity for the teacher to introduce new points of 
view, new modes of attack, and in general to help the pupil acquire a 


better understanding of himself and his physical and social environ- 
ment as a basis for devising better forms of living. 

The project method. From the description given in Chap. 9, it will be 
recalled that during the latter stages of their movement the Herbartians 
placed a great deal of emphasis on the principle of correlation. On the 
assumption that broader, more inclusive generalizations and ideas of 
conduct result when subject matter is presented in large units of re- 
lated materials than when it is presented in fragmentary, daily assign- 
ments, they called upon the schools to provide the desired integration. 
Three types of correlation were recommended: First, correlation 
Within single subjects; second, correlation between subjects; and third, 
correlation between school and out-of-school experiences. While eact. 
of these three types has left its imprint, the third type has influenced 
the development of the experience unit directly and to a marked degree. 

The Project as the Illustration of Things Previously Taught. One of 
the fitst organized efforts to relate out-of-school activities to classroom 
struction was sponsored by the Massachusetts Board of Education 
tariy in the twentieth century. In an effort to make the teaching of 
agriculture in the high schools of Massachusetts more effective, it was 
Proposed that home projects should be carried on by the pupils to sup- 
plement the instruction offered in the schools. In 1908, a specially 
A was employed by the Smith pid os 
naa Eo to supervise well-selected projects to appare 
Eau s during the summer months. These P ae 
ctor p value in illustrating the genera a ae i 
k ES during the school year. This d i ae a 
cumple » E that in a short time a number of e 7 e bbb 
Passed b 3 y Massachusetts, and in 1917 the El - Rt uiis 
highschool E. which made some federal funds i Som 
Pets an istrict that wished to introduce a S d ips 
Program Was willing to comply with the sta 

established under the law. 


a R , NC rojects 
Yer has Written that it was the original purpose of these proj 
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merely to supplement the regular school work.‘ It was not expected 
that this outside work would affect in any direct way the usual class- 
room procedures or subject-matter content. The projects were ex- 
pected merely to illustrate principles, previously learned in the class- 
room, in what might now be called "real-life situations." Thus the 
project was thought of not as the beginning, but rather as the culmina- 
tion of the learning process. 

It was recognized at an early date that these out-of-school projects 
captured the interest of the pupils to a degree that the conventional 
subject matter seldom achieved. This was so because the project in- 
volved a readily recognized goal which the pupil could accept because 
of its direct and immediate personal value. But this pupil interest, 
although considered to be good, particularly in reducing problems of 
discipline to a minimum, was treated as an incidental by-product of 
learning rather than as an end to be sought directly. It was not long, 
however, until teachers of subjects other than agriculture noticed the 
good influence these supplementary projects exerted upon the interest 
and understanding of the pupils. For a time, therefore, other teachers, 
among them teachers of Latin, sought to encourage the interest of 
reluctant boys by assigning them projects to be carried on outside of 
school such as the construction of a model of Caesar's bridge. Some- 
times girls were encouraged by history teachers to dress dolls in the 
costumes of whatever period happened to be the topic for study in class. 
In general, teachers displayed unanticipated ingenuity in devising such 
supplementary activity for their pupils. As might be expected, the 
projects were usually carried on independently by individual students 
in addition to the regularly required classroom work and were not 
permitted to interfere with the conventional classroom procedures. At 
this stage the project was regarded primarily as a motivating device. 
although its correlation value may have been recognized by some. 

The Project as Supplementary Instruction. In time, however, teachers 
began to recognize that activities engaged in outside of the peri 
could do more than arouse pupil interest. It was discovered that Ea 
activities helped pupils acquire a better understanding of the nd 
principles that were being taught. This fact, plus the growing dar 
to adapt instruction to the abilities and needs of the individual puP^ 


55 d 
* Vivian T. Thayer, The Passing of tbe Recitation, Chap. 16, D. C. Heath # 
Company, Boston, 1928. 
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called for the organization of subject matter into units and the listing 
under each unit of a variety of activities each of which might throw 
special light on some particular aspect of the general topic under con- 
sideration. Thus, individual pupils were given an opportunity to carry 
on outside of the classroom some activity specifically suggested by the 
teacher to help them gain the desired mastery or understanding. In some 
cases, the term "project" came to be applied to these supplementary 
activities, and they included not only activities of a real-life nature 
but also purely academic activities such as research assignments and 
special reading to be done. At this stage of development, the term 
“project” was used more or less synonymously with the term “supple- 
mentary activities” described in the chapters on the subject-matter unit. 
The significant point to note is that at this, the second stage of its 
development, the project had become an integral part of the learning 
process. 

The Project as the Center of Instruction. In the third stage, the 
Project, which from the very beginning had been centered in the out- 
of schoo] life of the pupil, took on new educational significance. ‘These 
real-life” activities were no longer to be used merely to motivate or 
to supplement the work carried on in the classroom, but were to be- 
tome in fact the center of the classroom activities themselves. 

_ This shift reflects the fact that the emphasis in education has shifted 
Mrecent years from the position that school is the place where young 
People acquire the facts, habits, and skills they will need as adults, to the 
view that school is the place where pupils learn to live better the lives 
now live while they are becoming adults. Mae s r 
MN P the pupil while he is in school must, i He nm 
E un im and must be worth doing for oe : "rin d 
be^ oe apparent to him. The e s t n eee - 
Puls are n od the in-school and the out-o “SC im ate 
ds E onger acceptable. Life for the wo a sa 7 * ima 
Participating e nile - pd pue Ex PAD cannot 
be placed e run of a family, a social set, r a g a 
tios of E eir lockers, together with their i A in pe 
Money, for one hocl day: Therefore er s d art of his school 
time E nen reasons, might well spend at ie P Lue 
n conducting : 2 uet and malan pA lly well to 
g it. The city or village boy would do equally 
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survey the employment opportunities within the community and to 
prepare himself in à systematic manner for the particular prospect that 
offers greatest promise in the light of his present needs and hopes for 
the future. In this light, building a model of a bridge or making period 
costumes for dolls might become the basis for studying engineering as 
a possible future occupation in the one case, and of costume designing 
in the other. Pupils engaged in these study activities certainly would 
acquire much information of general use and some that is of particular 
value to engineers and clothing designers. They might even discover 
that these vocational fields owe much to the past, and a few might elect 
to study Latin or history intensively and systematically as a means of 
becoming better engineers or designers. 

Thayer has shown that, in this latest version, the project has become 
the central point around which much of the traditional subject matter 
is brought together. The project and its successful completion are 
recognized by all those who engage in it as the most important con- 
sideration in planning and conducting the instructional program. The 
transmission of a predetermined body of facts, skills, and general prin- 
ciples, which for so many years has been the primary objective of teach- 
ing, now has been reduced to a subordinate position. When the project 
becomes the primary concern, and the mastery of subject matter merely 
secondary, it follows that pupil interests and purposes become the 
major factors in determining not only that which is to engage the at- 
tention of the learner, but also the time when it is to be taken up. Thus, 
pupil interest which during the early stages of the project movement 
was an incidental by-product of learning has now been elevated to à 
position of first importance. In this third stage, the project is defined 2 
a purposeful activity undertaken by the pupil because he has an 1m- 
mediate and recognized need for that activity. . 

The contribution of various other techniques and devices. The project N 
not the only innovation in the field of educational methods to influence 
the development of the experience unit. The socialized recitation, the 
problem method, supervised study, the laboratory method, and numer- 
ous other inventions have, each in its own way, exerted some influence 
Just as the nature of the project changed with the development 0 
‘educational theory, so also have these others acquired new forms oF 
been absorbed within the framework of the broader, unit procedures: 
In general, all of them tended to develop in the direction ‘of large 
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assignments that included whatever school and nonschool activities 
were related, or reasonably might have been related, to an immediate 
and conscious pupil concern. Such pupil concerns or centers of in- 
terest emerged as the central core of an experience unit when educators 
recognized that the interests and concerns arose from the experiences 
ofthe pupils and could not be dealt with in a satisfactory manner except 
by engaging in other experience-producing activities. At this point the 
pupil came to be regarded not merely as an active, experience-getting 
being, but as a purposing, goal-seeking being as well. 

The social objective in education. At the beginning of this chapter a 
reference was made to the influence exerted upon the development of 
the experience unit by those who wanted to use the schools to develop 
improved social arrangements. While this desire has motivated many 
educators at various periods in the history of education, it was brought 
toa high level of ferment by the maladjustments that followed The 
First World War, particularly during the years of the Great De- 
pression, 

There are two ways by which the schools may be used to build a new 
social order. In one case, those who have control over the schools may 
think they know with certainty the kind of institutions, regulations, 
and forms of action that would ‘bring about the general state of happi- 
ness and well-being sought by everyone. Even though they may be 
only asmall minority, those who hold this view may have the confident 
ur and the singleness of purpose characteristic of the prophets of old 
Who believed they had been singled out from among all the others to 
‘peak directly with God. Reformers of this type operate in the manner 
of a builder who has been given a detailed blueprint of the structure 

* must erect. No deviations from the specifications are to be pes 
"sine the schools, therefore, may become the agency 7 vu 

idual is told where he is to fit in the new structure and Is pit 

pared to take his designated place. The schools maintained by authori- 
p amens are of this nature, whether u o 
ia i p^ a class in power or to create a on E pue i 
that E of the school pretend to have a ciga Suus 
is best for the pupil than the pupil himself can ever have, 

then that school is bei WW ind of social order desired 

eing used to build the kind of s 
Y the persons in power. 


he second Way to use the school to build a better social order is 
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based on the assumption that no individual, or even a given group or 
generation of individuals, is so wise and so good as to be able to de- 
termine for all others the forms and arrangements that are best for them 
at all times. This approach views social reform as a continuous process 
in which all individuals who will be affected by the decisions reached 
shall have a part in determining the action to be taken, It is not expected 
that a proposed line of action will affect each individual in the same 
way, yet the well-being and contentment of each individual becomes 
the test by which the desirability or the suitability of the action is 
measured, Individuals must, therefore, learn how to appraise social 
forms in terms of their own experiences, to pool their judgments with 
the judgments of others, and to work with others in planning changes 
and improvements that will bring about better living opportunities to 
a greater number. Those who follow this way of securing social reform 
look upon the schools as the agency which teaches individuals to 
evaluate their present status, to share their findings with others, and to 
cooperate in planning what they judge are the institutions and arrange- 
ments that will give them maximum opportunity for self-realization. In 
this approach, the school has no particular social order to impose. In- 
stead, it operates on the general principle that each generation of pupils 
must be given the freedom and the help necessary to plan its own social 
order as it acquires an understanding and knowledge of the known 
possibilities. 

Beyond all doubt, the leading exponent of this second approach to 
social reform through education is John Dewey. He became interested 
in the problems of society and education as a young man and developed 
many of his theories long before the period of educational reform that 
followed the First World War. In cooperation with friends, he founded 
an experimental school at the University of Chicago in 1896 to test and 
to demonstrate his theories, This school differed radically from the 
conventional schools of that day. The physical equipment was selected 
and arranged to provide maximum opportunity for pupils to Me 
actively in carrying out the plans they made as they lived and worke 
together. Movable tables and chairs were substituted for the con- 
ventional rows of immovable desks. Work benches, tools, and ma- 
terials useful in making the things the pupils might want or need to 
carry out a plan were provided as standard equipment. The conven- 
tional subject-matter courses of study—grammar, history, mathematics, 
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etc.—as definite bodies of knowledge to be covered in a systematic, step- 
by-step manner were discarded. In their place came the study of oc- 
cupations with which the pupils had contact in the community. This 
study took the Form of working with the tools and materials common 
toa given occupation, of tracing the historical evolution of the occupa- 
tion, and of learning about its present status and significance in the 
world at large. With reference to this shift in the educational content 
of his school, Dewey wrote: 


We must conceive of work in wood and metal, of weaving, sewing, and 
cooking, as methods of life not as distinct studies. We must conceive of 
them in their social significance, as types of processes by which society keeps 
itself going, as agencies for bringing home to the child some of the primal 
necessities of community life, and as ways in which these needs have been 
met by the growing insight and ingenuity of man: in short, as instrumentali- 
ties through which school itself shall be made a genuine form of active com- 
Munity life, instead of a place set apart in which to learn lessons.® 


The kind of community life Dewey expected his school to foster is 
that which results when individuals are “held together because they 
are working along common lines, in a common spirit, and with refer- 
ence to common aims.” It is the kind of community relationship that 
springs up spontaneously on the playground, in games and sports, be- 
Cause there is something to do "requiring natural division of labor, 
Selection of leaders and followers, mutual cooperation and emulation." 
That this type of community life is impossible in the subject-matter 


dominated school was asserted in the following excerpt from the same 
publication: 


m mere absorption of facts and truths is so exclusively individual an 
a that it tends ver y naturally to pass into selfishness. There 1s no obvious 
us motive for the acquirement of mere learning, there is no clear social 
x In success thereat, Indeed, almost the only measure for success Is a com- 
Petitive one, in the bad sense of that term—a comparison of results in the 
A or the examination to see which child has succeeded in getting 
ES E others in storing up, in accumulating the maximum of sacer 
an Toughly is this the prevalent atmosphere that for one chi ae 

Other in his task has become a school crime. Where the school work con 


5 r H 
m Dewey, School and Society, p. 27, University of Chicago Press, Chicago, 
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sists in simply learning lessons, mutual assistance, instead of being the most 
natural form of cooperation and association, becomes a clandestine effort to 
relieve one's neighbor of his proper duties." 


Dewey hoped that in the kind of school he was trying to develop at 
Chicago, a natural, normal social environment would come about as a 
result of the pupils’ secking of a common goal. In this common, goal- 
seeking kind of school 


helping others, instead of being a form of charity which impoverishes the 
recipient, is simply an aid in setting free the powers and furthering the im- 
pulses of the one helped. A spirit of free communication, of interchange of 
ideas, suggestions, results, both successes and failures of previous experi- 
ences, becomes the dominating note of the recitation. 


The success or failure of a given pupil is measured not in terms of the 
amount of subject matter he has absorbed, but in how effectively he 
has executed the job he set out to achieve, which as Dewey puts it, 1s 
“the genuine community standard of value.” : 
The study of occupations, which engaged the attention of the pupils 
in the Chicago school to such a marked degree, was undertaken not for 
the purpose of providing the pupil with vocational knowledge and 
skill, although some such learning would be inevitable, but to provide 
the pupils with genuine motives. By engaging in the activities of the 
Weaver or coppersmith and studying his way of life, Dewey reasoned 
that the pupils would acquire direct experiences that would bring them 
into direct contact with the stream of life in the world about them. 
In addition, they would learn to look upon the occupation in terms of 
"its historic values and scientific equivalences." It is in this manner that 
the pupils would become familiar with the vast body of scientific and 
social knowledge acquired by the human race in its long history, and 
would learn to draw upon that heritage as it can be used to clarify 
and solve their own problems. Dewey illustrated this point by describing 
the study of weaving and spinning as part of the clothing-making 
occupation which had been undertaken by a group of pupils in his 
school. He concluded that one can concentrate “the history of all Dd 
kind into the evolution of the flax, cotton, and wool fibres in clothing: 
It was Dewey's contention that anyone who has successfully engage 


* Ibid., p. 28. 
* Ibid., pp. 29-30, 
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in the type of learning he was attempting to define will become in- 
creasingly conscious of the purpose and principles which govern the 
activities in which he is engaged and in addition will acquire a better 
understanding of the what, why, and how of activities in which he 
might better engage. 

Dewey's objective throughout was to develop through education 
the consciousness of purpose in individual matters and in social institu- 
tions, forms, and activities that is necessary if social reconstruction is 
to occur naturally and in an orderly manner. He emphasized again and 
again that the understandings and skills essential to the success of a 
democratic society can be developed only in a social setting, and that 
cach individual member of that society must become aware of the 
common goals if his efforts are to be coordinated with those of the 
group. The only kind of social setting hospitable to the traits that 
make for effective membership in a democratic group is one that is 
planned, established, and modified as needed by the individual members 
themselves. It follows that the school must be an embryonic demo- 
cratic society in which the pupils as citizens learn to conduct their 
affairs as members of a group. To this end those engaged in the learn- 
Ing situation must be free to study and experiment, to evaluate and A 
Construct as their own experiences, suitably enriched by the experi- 
ences of the race, may suggest. It is in this manner that each generation 
of citizens is empow ered to evaluate, plan, and reconstruct as needed the 
Social order it inherits from its predecessors. 


THE EXPERIENCE UNIT METHOD TODAY 

The experience unit method has many variations. It is difficult to secure 
en among educators today on a definition of the experience 
Unt method. The various routes by which individual teachers have 
a recognize the importance of pupil experiences in education 
fave caused each of them to emphasize the aspects that have loomed 
gest in the course of his own professional development. Some teach- 
à a come by way of the socialized recitation, others by way i 
oth ‘oratory method, the problem method, supervised study, or so 3 

t procedure, Some have been motivated by the desire to give eac 
3 the opportunity that is of greatest value to him at a Vicus 
a In his development. Others have been led on by the psycholog : 

msiderations summed up in the phrase “learning by doing. Sti 
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others have sought ways to provide the pupil experiences in democratic 
living which are to prepare him to participate intelligently and ef- 
fectively with others in a cooperative search for a better world. And 
some teachers may have been searching merely for more effective ways 
to transmit the body of knowledge the human race has accumulated 
since the beginning of time. It is not to be expected that all of these, 
working independently for the most part, will have developed identical 
views or a single, uniform pattern of instructional procedures. 

The problem of definition and description is further complicated by 
the fact that no two individuals or groups of individuals can have identi- 
cal needs, interests, purposes, or sequences of experiences. For that 
reason, no two learning situations planned and conducted by two dif- 
ferent groups to achieve ends that are respectively appropriate to each 
group, can be identical, even though they may deal with the same gen- 
eral problem or topic. Nor will any two teachers, each with his own 
unique background of experience, be likely to work out identical units, 
even though it were possible for them to work with the same group of 
pupils. 

General characteristics of the experience unit method. There are, how- 
ever, certain generalizations one may draw from the diverse practices 
employed by those who look upon learning primarily as an experi- 
encing process. The first of these is found in the general practice of 
projecting a series of activities that have a significant connection or rê- 
lationship. It is not enough for pupils to engage in an activity for the 
sake of the experience it will produce. All activities are experience pro- 
ducing but all experiences are not of equal educational worth. Were 
this not so, pupils might as well avoid school and engage in whatever 
form of activity impulse and curiosity, supplemented by the stimu- 
lations provided by the adult world, impel them to carry on. To be 
educative, experiences must be related to some end or goal, and each BEES 
ceeding experience should give the learner increased control over bis 
resources and other environmental circumstances as means for attaining 
desired goals. It is this connectedness of educative experiences and their 
reference to an end in view that give meaning and unity to this kind x 
education. Thus, an experience unit generally consists of a series i 
activities planned and carried through by the learner for the purpose ° 
advancing himself toward a recognized purpose or objective. 

A second characteristic is found in the source of the purpose or ob- 
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jective that gives unity to the series of activities. Experience units “seek 
their primary point of orientation in the experiences of the learner.” * 
This is in sharp contrast to other kinds of units which, for the most part, 
derive their orientation in subject matter. It is this distinction which is 
expressed in the phrase, “child-centered versus subject-centered 
schools," which is encountered so frequently in educational circles to- 
day. It is the needs, purposes, and interests that grow out of the experi- 
ences of a given pupil or group of pupils that determine the learning 
activities to be undertaken by that pupil or group of pupils in an ex- 
perience unit. Since experience is personal, it is not likely that any two 
individuals or groups of individuals will have identical needs, interests, 
or purposes, or that similar needs, interests, and purposes will appear 
for them in the same order. The experience unit must begin, therefore, 
with the identification of goals by the learner himself in cooperation 
With all the others who will engage in the learning situations with 
him. 

A third point grows out of the psychological considerations men- 
tioned at the end of the discussion of the activity movement. The 
learner must engage actively and purposefully in activities that he rec- 
ognizes as steppingstones to ends he seeks. To this end the learner may 
engage in research activities. Frequently, this involves subject matter 
of the kind that dominates learning in the traditional school. In the 
experience unit, however, the learner is using conventional subject mat- 
ter as a means to an end rather than as an end in itself. He draws upon 
the experiences of the race in relation to a present problem or goal, and 
in that manner the cultural heritage becomes a vital and direct part of 


E own experience to be used again and again as future need may 
ictate, 


A fourth characteristic arises from the increasing demands placed 


ue the individual to engage in cooperative action and other forms of 
Vm participation if he E to find the personal satisfactions he seeks. 
the pu world has become increasingly more social in get 
, Re necessities of good living, such as food, shelter, fuel, transp : 
pru recreation, are seldom secured through strictly individual ef- 
be, P Mine necessary social processes are to be carried on dne 
Y» or if the individual is to secure the personal satisfaction m 
non n * Caswell and Doak S. Campbell, Curriculum Development, p. 403, 
ook Company, New York, 1935. 
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possible through social action, he must acquire the understandings, at- 
titudes, and skills that make for effective social relations. The psycho- 
logical principle of learning by doing, which figures so prominently 
in the experience unit, demands that these be developed through par- 
ticipation in a social group. In the experience unit, opportunity for 
social participation grows naturally out of the projection of common 
purposes, cooperation in attaining them, and the sharing of experi- 
ences in a common enterprise. Teachers employing the experience unit 
method, therefore, seek to direct the learner into activities that will in- 
crease his control over his social environment. In short, one of the major 
reasons why the experience unit was invented was to provide the so- 
cializing experiences desired to prepare the pupil to become an effective 
citizen in a democratic society. 

A fifth characteristic is to be found in the role played by the teacher. 
Instead of functioning as a taskmaster who prescribes the learning ac- 
tivities, and supervises and evaluates the pupil’s efforts in carrying out 
his assignments, the teacher now functions as a guide who helps the 
pupil identify, work toward, and ultimately to reappraise his own ob- 
jectives. In the experience unit, the teacher does not necessarily know 
all the answers sought by the learners, but as an experienced student 
and citizen he can help the learners direct their own search. The proc- 
ess can be compared with the functioning of an experienced woods- 
man who is employed by a group of inexperienced adventurers to lead 
them to a distant lake which none of them, not even the guide, has 
visited. The guide does not determine the ultimate objective, but his 
rich knowledge of woodcraft and the wealth of his experience is drawn 
upon by the group at every stage of the journey. Furthermore, he 
studies the individual members of the group and suggests daily » 
jectives as well as divisions of responsibilities, with the abilities and 
limitations of the members in mind. Gradually the members of the 
group acquire experience and grow in strength and endurance. As they 
gain confidence in their judgment and resourcefulness, they can pro 
ceed more rapidly, traverse more difficult terrain, and even split up 
into Separate groups for the purpose of making side trips unaccom- 
panied by their guide. Ultimately they can strike out on their ow" 
safely and confidently to seek whatever destination they may choose. 
In the experience unit, the teacher strives to develop a similar power 
for independent action in individual and social matters, 
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Finally, the experience unit is characterized by a freedom that is un- 
known in the traditional school. This freedom is of three kinds. First, 
there is the freedom from a rigid time schedule. Learning activities, if 
they are to represent a natural relationship between the things done and 
the ends sought, must be allowed to run their course in a natural man- 
ner. Such activities cannot be fitted neatly into a 45-minute class pe- 
riod every day. Second, there is freedom from subject-matter prescrip- 
tion. The interests, needs, and purposes of adolescent boys and girls 
growing up in an active social world are not likely to be anticipated 
precisely by adult curriculum makers. Third, there is freedom to study, 
examine, discuss, draw conclusions about, and try the conclusions 
reached regarding whatever problems or concerns that may arise from 
the experiences of the learner. 

Many teachers and parents are not accustomed to this kind of free- 
dom, and some shrink from accepting the responsibilities it may en- 
tail, Perhaps for this reason, more than any other, instruction based 
upon the experience unit has not yet made its way into secondary 
Schools except in a relatively few instances. 


SUMMARY 

The contributions of three major influences in the development of 
me experience unit method have been described in this chapter. These 
influences are: (4) the recognition of the importance of direct experi- 
ence in learning, (b) the recognition of the superiority of learning that 
d consciously directed by the learner toward ends that have value for 
fim, and (c) the growing conviction that the type of social competence 
= needed in a free society is developed only through social living 
ia 5s directed toward the goal of improving the status of the indi- 
Bua process in which the individual must be free both to project 
Mt which he considers to be good and to judge social arrangements 
pine light of his own experiences. From these three origins, there is 
now being developed a method of teaching which seeks to initiate the 
ce process with the problems and concerns of the learner, and to 
eo rinde light of the democratic social principle. It is a flexible 
gm Which is adaptable to a variety of sicuations and to a bin 

is E with widely different notions of how it is to be applied. T 
Ment, however, that while the unit is selected and develope y 
* Pupils, the teacher is responsible for directing their efforts in such 
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a way that increased power to deal satisfactorily with future in-school 
and out-of-school situations will result from their experience in the 
unit. 
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Chapter 13. THE EXPERIENCE UNIT 
METHOD IN ACTION 


Pupils have been expected for so long to have faith in the wisdom of 
their teachers and to accept their assigned school tasks without question 
that many people are disturbed when they hear about schools in which 
the pupils participate in the selection and direction of their own activi- 
ties. Such people may have no difficulty in thinking of adults as self- 
directed and responsible beings, or in anticipating that pupils will be 
prepared to participate as citizens in a democratic society upon reach- 
ing maturity. They may not be particularly disturbed when such 
pupils are asked to shift for themselves in the playground, on the street, 
or at home. Nor are they surprised when these pupils use good judg- 
ment, make ingenious adaptations, or persevere in the face of discour- 
aging obstacles while engaged in self-initiated activities, such as build- 
ing a tree house or putting on a dance, undertaken to reach clearly 
recognized and desired ends. The fact remains, however, that they do 
not expect pupils to demonstrate any of the above attributes in school. 
Nor is the school expected to seek their development in a direct man- 
ner. In short, the capacity for self-direction and self-regulation Er 
essential in a democracy is looked upon either as though it were 1m 
born, or were to be acquired without conscious effort from the out-of- 
school experiences. 

In the light of the threat of conflicting ideologies, increasing num 
bers of people are now asking if a democratic society can depend upon 
this casual type of learning for the preservation and transmission of the 
understandings, attitudes, and skills that make a free society possible. 
There is a growing conviction that it cannot and that a more direct 
form of education is needed, Acting upon this conviction, educators 
here and there have launched a search for ways in which to provide 
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for pupils more direct experiences in democratic living while they are 
still in school. The experience unit method is one of these newer edu- 
cational developments. 

The objectives of the experience unit. It was shown in the first two chap- 
ters that democracy is a way of life that derives its distinctive char- 
acter from a controlling principle that calls for safeguarding and ex- 
tending the opportunities for individual development. It was also shown 
that the experiences of democratic peoples have led them to believe 
that the most satisfactory conditions for individual well-being result 
(a) when the opportunity for self-realization is made the right of each 
individual, (5) when the individuals having common concerns or pur- 
poses pool their cfforts and resources to reach the desired ends, and 
(c) when problems, whether individual or group, are solved by a proc- 
ess described as the method of intelligence. The function of the demo- 
cratic school was defined in terms of helping the individual to become 
intelligent about democracy as a guiding social principle, and of foster- 
ing the attitudes, understandings, and skills that make for satisfactory 
participation as a member of a democratic society. 

In the preceding chapter the experience unit was presented as a 
teaching method by which it is hoped pupils can be acquainted with the 
Meaning of the democratic social principles, and be given a better op- 
portunity to develop the ability to live democratically than is pro- 
vided by other methods. It is 5 unique method in the sense that it 1s 
based on the “experience” theory of learning. Thus, in an experience 
Unt it is possible for the learner, under the direction of the teacher, 
to deal with his personal and social problems by using the democratic 
Social principle as his guide. If the learning situation is democratically 
rented, the learner will gain from his experiences (a) a better under- 
standing of the meaning of democracy; (b) increased respect for human 
am including his own; (c) a stronger a cd 
«ener and (d) increased control over p xe viria 
ty E a n short, the learner should ers n ia Eos 
5 É E better prepared to determine t * n ned 

n. : to talks whatever action is ber suite x a mene "ese 
the SÉ aracteristics of the experience unit method. a n 
es; a t of an experience unit is determined bye émis 

» and needs of the pupils rather than by prescription. It is this fr 

9m from th ae YE books, courses 
€ restrictions traditionally imposed by textbooks, 
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of study, and the educational system in general that makes it possible 
for the school to deal with the genuine concerns of the pupils. 

When the educative process is based upon the concerns of the pupils, 
the activities engaged in are likely to have about them the quality of 
real, out-of-school life. Under the direction of the teacher, such con- 
cerns may be studied, discussed, and dealt with in an enlightened man- 
ner. Action can be taken, and the action may be judged in the light of 
its natural and direct consequences. These judgments then provide a 
better basis for deciding upon the next steps to be taken. It is this pro- 
gressive redirection of action to achieve more completely the purpose 
or purposes sought and the subsequent redefinition of the purposes 
themselves that constitute the process which pupils are expected to 
practice in the experience unit method. 

Freedom from subject-matter prescriptions is matched by a corre- 
sponding freedom from the traditional 45-minute class period. The 
time block set aside for the experience unit in the daily schedule gen- 
erally.is long enough to make it possible for pupils to engage with 
satisfaction in the activities they have planned or have under way. 
Thus, there is time to continue a planning conference until suitable 
agreements have been reached or it is recognized that additional in- 
formation is necessary. There is a corresponding freedom from the 
notion that learning takes place only in the classroom. Thus, field trips, 
library research, and laboratory or workshop projects may be under- 
taken, and they may be pursued long enough so that pupils can make 
recognizable progress. 

There is also freedom from the coercion of examinations and marks 
As previously stated, the purpose of the unit arises from the experi- 
ences of the particular individuals who make up the group. It reflects 
the particular physical, social, political, and economic forces that hap- 
pen to be pushing in on them at that time. Thus the teacher does not 
exercise exclusive control over the content of the unit, and pupil prog: 
ress cannot be measured in terms of a particular, predetermined body 0 
subject matter. Unlike traditional methods, the experience unit has no 
clearly defined body of facts, habits, and skills that must be mastere 
in a given sequence or at a given time. Rather, a pupil's propi 
measured by the evidence of increased growth in his ability to identity 
purposes, to plan intelligently, to work with others, to respect and to 
understand himself and others, to evaluate outcomes in the light of the 
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goals that are sought, to use the physical and social resources that are 
or can become available, and to look upon the world not only as it is 
but also as it might become. 

Finally, the purpose or goal sought, which is used as the standard for 
judging the appropriateness of action taken, also is made the point of 
orientation around which the learning situation is developed. It is this 
purpose or "end-to-be-achieved" that gives the activities engaged in 
during the course of an experience unit their unitary character. 


DEVELOPING AN EXPERIENCE UNIT 


The initiating and planning stage. While no two experience units are 
likely to develop in an identical manner, there are certain general stages 
common to all. The first of these frequently is called the initiating and 
planning stage. It begins with the acceptance by the class of responsi- 
bility for the selection and development of the unit. This acceptance 
marks the beginning of a unifying force at work in the enterprise." 
It signifies that the individual members of the group are now ready to 
embark upon a cooperative enterprise for ends that are to be mutually 
advantageous. 

Classes that have had little or no background in this type of learning 
may need to examine the meaning of cooperation and of group plan- 
ning. If so, the advantages and disadvantages of group action should be 
considered, and it may be desirable to inquire into the responsibilities 
that fall upon the individual when he accepts membership in a cooper- 
ating group. The place of individual interests and desires in a group 
enterprise should also be discussed in the light of the effect such in- 
terests and desires may have upon the common enterprise. Definite 
agreements should be reached which define the procedures the pupils 
Wish to employ, and if such agreements are not possible or if the group 
S not willing to accept responsibility for the unit, it is doubtful that 
a group is ready to engage in a learning situation organized on the 

Perience unit basis, In such cases, other types of instructional pro- 
cedures which provide a greater measure of teacher planning are rec- 
ommended and should be continued until such a time as the school has 
Succeeded in developing in the pupils the necessary confidence and 
ability through carefully selected developmental experiences. 

p. 102, a resource unit, 


1 
Col B; Alberty and others, Science: Master or Servant, ; 
€ of Education, Ohio State University, Columbus, Ohio, 1947. 
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In other cases where pupils do accept responsibility for their activi. 
ties and are willing to agree upon general procedures for working to- 
gether, they are ready to set up purposes that can be made the basis 
of an experience unit. The purposes arise from interests and questions 
voiced by members of the class. These in turn are examined to see 
where they might lead. School, home, and community resources may be 
drawn upon during this examination to gain a clearer understanding 
of what is involved in the several leads that are brought before the 
class. As a result of such study, some of the possibilities are found 
to be more promising than others, and ultimately the group may take 
à vote to determine which particular purpose or group of purposes they 
think is best suited to serve as the central point around which their 
unit is to be developed. A 

Group planning of this nature may appear to be time consuming 
and slow when judged by traditional standards. But it is an impor- 
tant element in the democratic process, and time devoted to it will be 
very well spent. Participation in the formulation of the purposes which 
are to give direction to the unit will help clarify their meaning to each 
member of the group. Not only will these purposes give direction to 
the individual activities, but they will also become the standard to which 
all activities and processes admitted to the unit must conform. Finally, 
the skill developed through participation in a group planning activity 
will be used again and again throughout life, and from the school's 
point of view the development of this skill is of greater educational 
importance than the particular purpose that resulted from the planning. 

As these exploratory activities are carried on, pupils will discover 
issues, problems, beliefs, attitudes, and practices that call for further 
investigation. One individual after another will find particular aspects 
of the unit that have special significance for him and will proceed to go 
to work on them. 


The initiatory period ends for individuals and groups at various rt 
during this study, but the class as a whole works into the development? 
phase of the unit when the majority of the students are involved A 
activity and when they are more or less grouped and ready to answer in the 
affirmative the following questions: 

1. Will these activities satisfy our needs? 


, à 3 : to 
2. Will they be interesting to us and to others with whom we plan 
share them? 
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3. Are they practical and can we do them in the way we planned them? 
4, In what activities is the majority of the class most interested? 
5. Are there activities that appeal to the individual interests of the pupils? 
This is the part of tbe work which helps to protect the unity of the 
enterprise.” 


The developmental stage. In the second or developmental stage, the 
members of the class concentrate their efforts on achieving the pur- 
poses that have been established. They engage in library research, field 
trips, interviews, laboratory experiments, workshop activities, commit- 
tee meetings, group discussions, and the like. Continuous planning is 
required—both individual and group planning—to keep these data- 
seeking activities from "bogging down" or from going astray. As new 
evidence is found, some of the original purposes may need to be modi- 
fied or activities already under way may need to be redirected. Hence, 
itis a good practice to have frequent group meetings during which 
members may help each other by redefining the objectives, exchanging 
information, and offering suggestions. All of these afford excellent op- 
portunities for developing greater skill in democratic procedures. 

It is in the developmental stage that the uninitiated, whether student, 
teacher, or observer, may lose sight of the objectives sought because 
of too close attention to the activities themselves. When this happens, 
confusion or the appearance of confusion is the result. Reorientation 
and redirection are secured by returning to the purposes developed in 
the initial stage of the unit. Since pupils are very likely to become lost 
in this manner, particularly when engaged in an extensive activity or 


Unit, the teacher must be alert always to the need for further clarifica- 


tion of purposes and reorientation. When the purposes are kept before 
ed activity 


$ group, that which appears to be confusion and undirect activi 
to the casual observer will be found to be nothing more than diversity 
À activity in which each pupil knows what he is doing and is engaging 
5 energy in the most efficient manner possible for him at his level of 
Maturity, 

ental stage includes more 


It should be stated again that the developm 
e ll group basis. ^There 


m E^ conducted on an individual or sma ipd 

vid € much class discussion and many reports of progres aor 

s. uals and groups. The teacher will need to plan with the c ass pr 
ficient all-group activities to protect the unity of the ec diei 
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In other cases where pupils do accept responsibility for their activi- 
ties and are willing to agree upon general procedures for Working to- 
gether, they are ready to set up purposes that can be made the basis 
of an experience unit. The purposes arise from interests and questions 
voiced by members of the class. These in turn arc examined to see 
where they might lead. School, home, and community resources may be 
drawn upon during this examination to gain a clearer understanding 
of what is involved in the several leads that are brought before the 
class. As a result of such study, some of the possibilities are found 
to be more promising than others, and ultimately the group may take 
a vote to determine which particular purpose or group of purposes they 
think is best suited to serve as the central point around which their 
unit is to be developed. 

Group planning of this nature may appear to be time consuming 
and slow when judged by traditional standards. But it is an impor- 
tant element in the democratic process, and time devoted to it will be 
very well spent. Participation in the formulation of the purposes which 
are to give direction to the unit will help clarify their meaning to each 
member of the group. Not only will these purposes give direction to 
the individual activities, but they will also become the standard to which 
all activities and processes admitted to the unit must conform. Finally, 
the skill developed through participation in a group planning activity 
Will be used again and again throughout life, and from the school's 
point of view the development of this skill is of greater educational 
importance than the particular purpose that resulted from the planning: 

As these exploratory activities are carried on, pupils will discover 
issues, problems, beliefs, attitudes, and practices that call for further 
investigation. One individual after another will find particular aspects 
of the unit that have special significance for him and will proceed to g° 
to work on them. 


The initiatory period ends for individuals and groups at various ars 
during this study, but the class as a whole works into the development 
phase of the unit when the majority of the students are involved i 
activity and when they are more or less grouped and ready to answer in t 
affirmative the following questions: 

1. Will these activities satisfy our needs? 


* » P x to 
2. Will they be interesting to us and to others with whom we plan 
Share them? 
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3. Are they practical and can we do them in the way we planned them? 
4, In what activities is the majority of the class most interested? 
5. Are there activities that appeal to the individual interests of the pupils? 
This is the part of the work which helps to protect the unity of the 
enterprise.” 


The developmental stage. In the second or developmental stage, the 
members of the class concentrate their efforts on achieving the pur- 
poses that have been established. They engage in library research, field 
trips, interviews, laboratory experiments, workshop activities, commit- 
tee meetings, group discussions, and the like. Continuous planning is 
required—both individual and group planning-to keep these data- 
seeking activities from “bogging down" or from going astray. As new 
evidence is found, some of the original purposes may need to be modi- 
fied or activities already under way may need to be redirected. Hence, 
it is a good practice to have frequent group meetings during which 
members may help each other by redefining the objectives, exchanging 
information, and off ering suggestions. All of these afford excellent op- 
portunities for developing greater skill in democratic procedures. 

It is in the developmental stage that the uninitiated, whether student, 
teacher, or observer, may lose sight of the objectives sought because 
of too close attention to the activities themselves. When this happens, 
confusion or the appearance of confusion is the result. Reorientation 
and redirection are secured by returning to the purposes developed in 
the initial stage of the unit. Since pupils are very likely to become lost 


in this manner, particularly when engaged in an extensive activity or 
Unit, the teacher must be alert always to the need for further clarifica- 
tion of purposes and reorientation. When the purposes are kept before 
oe group, that which appears to be confusion and undirected activity 
to the casual observer will be found to be nothing more than diversity 
^ activity in which each pupil knows what he is doing and is engaging 
i energy in the most efficient manner possible for him at his level of 
maturity, 

It should be stated again that the developmental stage includes more 
than activities conducted on an individual or small group basis. “There 
will be much class discussion and many reports of progress of indi- 
Viduals and groups. The teacher will need to plan with the class a 
‘fficient all-group activities to protect the unity of the enterprise. 


D an Pus 
lbid., P. 106. Italics in the original. 3 Ibid., p. 109. Ttalics in the original. 


298 FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


The culminating and evaluating stage. During the developmental stage, 
the pupils are likely to be working on individual projects or on larger 
projects with a small group of their classmates. Thus, there is a tendency 
for the class to break up into small fragments, each interested primarily 
in its own problem. If the unit were terminated at this stage, each mem- 
ber would gain from the study only that which has been secured 
through personal effort. The individual pupil would fail to gain a 
broad overview of the entire area covered by the class, and little or no 
progress would have been made toward developing the common under- 
standings that make the communication and interchange of ideas pos- 
sible. What is needed at this point is a class activity that will provide 
for the sharing of the information gathered through individual effort, 
and that will encourage the formulation of group attitudes, ideas, and 
appreciations. This bringing together or organization of the results of 
individual studies into a form that is usable by the entire group is called 
the culminating and evaluating stage. 

Since the information gathered and the experiences gained in a given 
unit are unique and peculiar to that unit, there is no ready-made pat- 
tern available for reporting and organizing the findings. A special plan 
must be developed with each class for each unit. This affords additional 
Opportunities to gain experience in group discussions, planning, and 
acting. Here are opportunities to work with a group that is larger than 
the one with which the pupil may have worked during the develop- 
mental stage. There are opportunities to develop skill in self-expression 
whether the medium is art, music, dramatics, speech, writing, or some 
other form. Ideas, values, and attitudes held by individual members of 
the class will be brought to light where they may be examined and dis- 
cussed. Conclusions drawn will be open to challenge by the class. From 
this interchange of ideas broader attitudes, values, and appreciations 
to which many may subscribe will emerge. : 

In one sense this examination of ideas and conclusions is an evaluating 
procedure, but evaluation has a second aspect as well. As individuals 
report their findings and state the conclusions and interpretations drawn 
from them, omissions are noted by the members of the group. New 1- 
formation may be called for and new learning activities planned. e 
this second type of evaluation new purposes are formulated in the lig v 
of the experience the group has had, and plans are drawn for extending 
the present unit, or for moving on to a new unit, 
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By this time it should be apparent that the three types of activities— 
planning, developmental, and evaluating—are engaged in repeatedly 
throughout the course of a unit. There is no stage at which only one 
type is engaged in to the complete exclusion of the others. "There is 
opportunity, however, for the teacher to focus the attention of the 
class from time to time on what are good planning procedures, or good 
working procedures, or good evaluating procedures. In this manner 
pupils may be led to examine their own habits and methods of work 
in a critical light and encouraged to develop better forms. It is in this 
manner that the ability to participate in a social group may be de- 
veloped. It is also the manner in which pupils may be acquainted with 
the democratic principles of living and working together and encour- 
aged to try them out as guides to better social arrangements. 


SOME EXAMPLES OF EXPERIENCE UNIT PROCEDURES 


Selecting a unit. Without a course of study to follow and without ad- 
vance knowledge of the specific content to be dealt with or the direc- 
tion to be taken, many prospective teachers are puzzled to know how 
an experience unit is selected and developed. The process of selection 
may be illustrated with a hypothetical case on the college level. Sup- 
pose that all seniors in a given college were offered the opportunity 
during the seventh semester of earning half the usual number of hours 
of credit by registering for a single course. Inasmuch as this course 
Would be equal to one-half the student’s load, half of his time should be 
‘wailable for this purpose, that is, the group to which the student is 
‘signed would meet at a stated time every forenoon from Monday 
through Friday, and no other classes or activities would be scheduled 
for them at this time. Furthermore, each group would be free to work 
on any project or problem, or to investigate any aspect of the culture 
?T environment which in the judgment of the group promises to yield 
the greatest satisfaction to its members. The materials studied would 
hot be restricted by conventional subject-matter boundaries. The 
course would, however, be in charge of an informed and respected 
P of the faculty with the understanding E ge e 
dt E V may call upon the pon o ay zh m 
Es E Or assistance or to render special services, anc n 

urces of the college needed in planning and carrying 


Work of the group. Any group willing to accept responsibility for 
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selecting and planning its own project on this basis would be ready 
to initiate an experience unit. What problem might such a group of 
students care to investigate or explore? 

The opportunities described in this hypothetical case are so unusual 
that, in most instances, college students who are asked to list prob- 
lems they would care to investigate under these circumstances, can- 
not immediately offer any constructive suggestions. After giving the 
matter considerable thought, the members of one college class finally 
suggested the following topics: 


1. What are the characteristics of the literature of a society that is under- 
going a revolution? 

2. How can the nations of the world find security without sacrificing 
sovereignty? 


3. To what degree is the contemporary social scene revolutionary in 
nature? 


4. What scientific principles are utilized in music? 
5. How will changing social conditions affect the status of women over 
the next 50 years? 


6. Why is socialized medicine opposed? 


After further discussion it was agreed that these topics have some 
things in common and that in some places they seemed to overlap, 
that is, there were some common areas in the above suggestions that 
seemed to be of interest to each member of the class. Obviously, it 
would save time and effort if these common areas could be studied on 
a cooperative. basis. The group then agreed that the unity needed to 
make such cooperation possible could be secured around the E 
topic of “How will the social, economic, political, and scientific trends 
that are apparent today affect us during our lifetime?” T 

It is highly probable that had this class been able to develop @ n 
around this larger topic, the six special interests mentioned earlier ho: 
have been included and pursued by the individuals who had suggeste 
them. It is also probable that each member of the class sooner or iem 
would have been led to explore sources of information, and to gain 
experiences in addition to those provided by conventional textbooks: 
In fact, the activities of such a student very likely would have iis 
on the characteristics of the activities engaged in by those who alreat y 
have left the campus. In all fairness to the student and in keeping b: 
the objectives of the experience unit method, the success of this learn 
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ing activity ought then to be appraised not in terms of the specific 
subject matter covered, but rather in terms of how successfully he is 
able to engage in the normal activities of life. 

That the unit topic selected in the above case came out of the ex- 
periences of the students in the class should be evident. The instructor 
could not have known in advance either the individual concerns that 
were expressed or the area of common concerns that was discovered 
when the list of suggestions was examined. For a variety of reasons, 
however, he might have anticipated the general area within which the 
interests of the class were located. He knew, for example, that the aca- 
demic majors and the occupational choices of the students indicated a 
dominant interest in the social sciences and modern foreign languages. 
Similarly he knew that the class as a whole was intensely interested in 
the contemporary social scene, because each student was being af- 
fected very directly by the impact of events on the national and inter- 
national levels, With these and other clues to guide him, he could have 
made advance preparations for the unit by exploring the current lit- 
erature in the social studies field, following lines of thought that were 
receiving major attention in the public press, and accumulating or listing 
resources that could be made available if a need for them were to arise. 
With this background he could have been prepared to add to the sug- 
gestions offered by the class promising aspects of the general problem 
they had omitted because of limited information and experience. In 
other words, he could have been prepared to give direction to the 
broup by suggesting certain lines of inquiry and action that would 
be educative without violating the principles of democratic group 
Planning, 

Developing and culminating a unit. Further help in 
OM an experience unit may be selected, p pis 
Door. y means of a culminating activity, may be s : 

g description of the experiences of a group 0 
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The chief interest was in the European situation. Several children ex- 
pressed their feeling of inadequacy in family discussions of European affairs 
during the week of the September Czechoslovakian crisis. 

The children had to have considerable guidance to understand that in 
order to discuss the European situation intelligently they would have to 
consider problems and use materials which were to a great extent beyond 
their maturity level. The decision arrived at after due consideration was 
that the group could profitably build a background for understanding inter- 
national relationships and European affairs by learning how the European 
people live, what they enjoy and care about, how they earn their living, 
what resources they have, etc. Such a study would naturally involve closely 
following current affairs but would shift the major emphasis to learning to 
understand other culture groups. 

The study determined, the question of the best point of departure made 
the children conscious of the need for a plan. After considerable exploration 
and discussion, the group arrived at the following working plan. First, they 
would compare Europe and North America, especially the United States. 
Then, they would find how civilization had spread over Europe. When this 
was accomplished, they would plan again for the best way in which to ac- 
quaint themselves with at least those European countries which seemed to be 
playing leading roles in the determination of international affairs. These 
countries were Czechoslovakia, Germany, Italy, France, England, the Union 
of Soviet Russia, Soon Switzerland was added to this list for repeatedly the 
children had found it referred to as the international country. As the group 
proceeded with their plan, they found how large a part the Roman Empire 
had played in European history. They decided, therefore, upon Italy as the 
logical beginning for their intensive study. h 

The group began this intensive study by compiling a list of their own 
questions. As investigation progressed, questions gave direction to the 
investigation. ; 

As the study progressed the question of a means of organization of po 
mation became a real problem, A small group initiated the idea of es 
by presenting their reasons for wanting to make a book. Others could Er 
in on the idea" if they wished. Out of the discussion which followed a roug 
plan materialized for a cooperatively written group book. During later um 
cussions definite plans were made and various children assumed respons! 
bility for writing the different chapters. loud 

Following investigation and discussion chapters were written, read p 15 
for group criticism and suggestions, then revised to the best of the wae 
ability before being submitted to the typist. In a similar manner informat 
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about the several other countries was collected and organized for inclusion 
in the book. 

The above account shows how continuous planning and evaluating en- 
tered into the unit. Here again is evidence that with proper planning 
pupils can have the opportunity in school to practice the art of living 
and working together in an atmosphere of mutual respect and com- 
mon concern. For those who are afraid that pupils do not have a cor- 
responding opportunity, in this type of school, to become familiar with 
the social heritage or to acquire the knowledge and skills necessary for 
the systematic studies found on the higher academic levels, there is 
some comfort in the following statement taken from the same report: 


Art, science, music, literature, mathematics, all functioned in this study as 
well as did social studies, for they all became necessary both in carrying on 
activities and experiments and in interpreting the culture of another 
people.’ 


Experience units as reported by the pupils. Another valuable source of 
information about the experience unit method which is available in 
many school and college libraries is the account written by the class 
of 1938 of the Ohio State University School of their own experi- 
ences? The book deals with not only one unit, but with several that 
were planned and developed as the class moved from the seventh 
through the twelfth years of their secondary-school experience. For a 
comprehensive description of the kind of educational program that 
may grow out of the experience approach, the book should be read. 
At this point, however, the manner in which members of the class ac- 
quired greater control over their environment is of special interest, and 
it is described here in some detail to illustrate the continuity and order 
that may result for the pupil when he participates in planning his own 
“quence of educational activities. 

In the Seventh Grade. The book begins with the class of 1938 enter- 
ng the University School as seventh-grade pupils. The building was 
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new and had not been completely furnished. Nor was there an es- 
tablished organization or program to make the school a fixed and rigid 
institution. At the very outset, therefore, the class found it necessary 
to establish itself. An apartment similar to the apartments that are pro- 
vided for home economics departments in many modern high schools, 
was taken over by the class to make a “home” for itself. Providing fur- 
nishings for their "home" became the point of orientation for their 
first experience unit. The class periods usually scheduled for the for- 
mal study of English and the social sciences were combined and made 
available for the unit activities. In addition to the unit, however, there 
were regularly scheduled classes in mathematics, physical education, 
science, and one elective. 

Having selected their unit, the class found that it would be necessary 
to know something about home decorating before they could make wise 
decisions. This led to the study of accepted principles of home decora- 
tion, and it was learned that the first thing to do was to select a general 
theme or plan. After a consideration of a number of possibilities the 
class finally agreed upon an early American theme. 

The study of furniture styles, the selection of the pieces wanted, and 
the actual purchase of the furniture and other material needed to cany 
out the theme followed in logical order. In short, the class engaged m 
the activities of decorating and of purchasing and arranging the fur- 
nishings in their home in a manner calculated to make them more com- 
petent to carry on similar activities in nonschool situations. The unit 
was brought to a close by studying the ways in which the home should 
be used by members of the family. A housewarming to which parents 
and friends were invited rounded out this phase of the study. 

The class found it profitable to continue this unit for a major part 
of the school year. Toward the end of the year, however, the center 0 
interest had shifted to the services and sources of supply upon which 
the modern home is dependent. This newer emphasis led the class into a 
study of the community and a new unit was developed. 

In planning the new unit the class found that the home is related to 
the community in eight specific ways. These are: 


1. Stores and markets 5. Transportation 
2. Industries 6. Communication 
3. Welfare 7. Public utilities 
4. Education 8. Government 
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It was decided that each of these aspects of the community should be 
studied, but due to the limited amount of time that remained in the 
school year, only the first four were taken up at that time. 

In the Eighth Year. The four aspects of the community not studied 
in the seventh year were to become the basis for the unit that was to 
be developed in the eighth year. That this plan was modified when 
the pupils returned to school in September is indicated in the following 
quotation: 


At the beginning of the eighth grade our class met as a whole, discussed 
the values of the past year's work, and planned our program for the current 
year. We decided to begin with the study of transportation, continuing with 
communication, public utilities, and government. The teachers felt that the 
scientific aspects of these topics were very important, and so our schedule 
Was set up in such a way that science, social science, and English could be 
one unit. This was very wise because during the first week while listing the 
problems we wished to investigate, we found many which dealt with the 
scientific phase of transportation, for example: What are the mechanical 
Inventions of the history of transportation? and, What effect has the indus- 
trial revolution had upon the people? We broke up into small groups and 
studied the phases of transportation which interested us most. Some examples 
of things studied are: What are the different types of air transportation? 
What are the different types of roads? How have transportation facilities 
affected the development of our cities? How is energy transformed? How 
did the ancients travel? 7 


The class succeeded in completing the three units on transportation, 
communication, and public utilities during the year. There was not 
time, however, for the fourth unit on government which they had ex- 
pected to include so this was held over for the following year. 

In the Ninth and Tenth Years. In spite of organizational changes that 
Were introduced into the school upon their return in the fall, the class 
Was able to carry on a part of its work for the ninth year under the 
benera] topic of “Governments and Their Histories.” The tenth year 
Med devoted to a study of "important periods in the development of 
S Ilization beginning in the twelfth and thirteenth centuries.” Some 
of the Specific problems that were included are: “The Position of 


; : », « Italian 
men in Byzantine Civilization”; “Renaissance Art"; “The 


"lbid, p, 56, 
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99, 6 


City States”; “Religious Reformers of the Renaissance”; and “Medieval 
Science.” The attention of the class to the need for improving group 
procedures is illustrated by the following description of an evaluation 
and planning activity engaged in during the year. 


At the end of the tenth year we had a discussion on reports. Reporting 
back to the class on things we had learned had always been a problem. All 
felt that individual reports were not particularly effective. They went too 
slowly and could not be made interesting enough to hold the attention of 
the class. Furthermore, this period came late in the afternoon, and our 
schedule was heavy this year. These factors contributed to the ineffectiveness 
of the reports. Through experimenting we found that panels and small group 
discussions made things most clear to everyone.® 


In the Eleventh Year. In the eleventh year the work was planned to 
secure a better understanding of the world today in the light of the 
past. For reasons that are not clear, the class was divided into two 
groups, one of which approached the study in the conventional, chrono- 
logical manner while the second group used the problems approach. 
An extensive account of the experiences of the "problems" group 3s 
given below to indicate the manner in which older secondary-school 
pupils may react to their studies when these are organized as €x- 
perience units. 


After evaluating the previous study of world civilizations, we of the prob- 
lems group felt that our knowledge of the background of history was greater 
than that of present-day environment. Therefore, we were eager to take up 
modern problems. We realized, of course, that we needed to know more 
about situations in the past which had a bearing on contemporary problems, 
but we wanted to begin studying these problems and to investigate only what 
history was relevant to them. Eo 

The instructor gave us a short introduction and then we began listing 
what we considered to be important national problems. These seemed to 
fall into three inclusive categories: the industrial system, expansion and wa", 
and public opinion. 

We started on the industrial system and subdivided the problem $0 that 
we each could study what we found most interesting and still be m o 
unity of the group under the major problem. Some of these dr 
studies were: Industrialists (Fisk, Morgan, Carnegie, DuPont, Ford, p 
Hearst), Corporations, Agriculture, Labor, Strikes, Distribution of Wealth 


8 Ibid, p. 63. 
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in Columbus, How People Spend Money, Organizations with Social Aims 
in Columbus, Technology, The Motion Picture Industry, and Advertising. 

Many of the oral reports were in the form of panel discussions. The whole 
class did some general reading on each subject before the reports and dis- 
cussion, In this way we were able to have specialization for the individual, 
the important general background, and still maintain historical unity for the 
whole class, Several of us took notes on the reports and discussion although 
it was not required. 

By January our written reports were complete and our discussions had 

lasted as long as we felt was valuable. Before we started on our next unit we 
all wanted some kind of test on what we had just covered. We mention this 
because we all feel that this test was one of the fairest we ever had and 
about as accurate as it could be. 
Each of us turned in three important questions about the subject he had 
reported on. To these were added other questions and some problems. We 
had this complete list of possible questions about a week before the test 
so we could study them as much as we wanted. The day of the test we were 
given the final selection. There were six major questions to be explained 
ather than answered, and two problems to be discussed from several points 
view. We could use all the notes we had, and what books we had with 
s. We could even have had answers written for each question on the list 
nd then just copy those that were used. The only restrictions were that 
€ test had to be written within the period and be our own work. 

The teacher graded each answer as excellent, superior, good, fair, or poor, 
ad at the end told each of us how well he thought we had done and 
What our weaknesses were. This grading was not in comparison with the 
Test of the class but with what he thought we could do. Those who had 
ae done as well as they should took the test over again with different 
Questions, 

E this does nor seem to be a very good test jede nte to 
5 but it did accomplish the purpose for which it was intended: 


ma i 
id Besire that we understood important points and could express our own 
eas, 
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In the Twelfth Year. The work of the twelfth y: 
pM direction of helping each member of the c 
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class of 1938 as it progressed through the 6 years of the University 
High School that there was more than a casual interest in covering 
the conventional subject matter found in the social science area in a 
majority of American high schools. The influence the teacher had upon 
group planning can be detected in more instances than one. To those 
readers who are disturbed by this display of teacher control, it should 
be said that during the major part of the time the class of 1938 was in 
attendance, the school in question was pioneering in the use of the 
experience unit method. During thesc early pioncering days, the staff 
may not have felt competent or ready to stray too far from the known 
paths. In more recent years, however, students and staff alike have 
acquired the confidence and ability to rely more completely upon co- 
operative staff-pupil planning. 


THE ROLE OF THE TEACHER 

Professional preparation. It is evident that the success or failure of à 
unit may be determined to a considerable degree by the education and 
experience of the teacher. In the light of this, it is interesting towel 
that the certification standards in general use today for determining 
the eligibility of secondary-school teachers were established before the 
experience unit method was developed. Thus, evidence of the mastery 
of a given body of subject matter with some familiarity with ways m 
which that subject matter may be transmitted to pupils frequently 
is the major consideration taken into account by those who pass judg- 
ment upon the qualifications of persons who wish to teach. It is obvi- 
ous, however, that when subject-matter mastery becomes merely ? 
secondary outcome of the educative process, as it does in the experi 
ence unit, these traditional notions of what constitutes a good prepara- 
tion for teaching seem to be due for revision. Limitations of space do 
not permit a lengthy discussion of this interesting problem at this 
point. However, some notion of the kind of teacher that is needed may 
be gained from a brief review of the functions of the teacher and the 
outcomes sought in the experience unit. aa 

The major educational outcome sought in the experience unit n 
pupil growth in the ability to achieve a more satisfactory life. Succes* 
ful living is thought to result from the skillful use of problem-solving 
techniques based upon or guided by the democratic social principle. 
It follows that the teacher who is to direct the development of problem 
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solving skill should be a master of the skill itself, The importance of 
this kind of achievement as part of the professional preparation of the 
teacher gains even greater significance when teaching is defined not 
as the transmission of subject matter, but as the guidance of pupils 
through successful life activities. The teacher should, therefore, be a 
well-adjusted individual; one who has solved for himself the kind of 
problems that his pupils are now attempting to solve. He should have 
awealth of experience upon which the pupils may draw. He should 
be acquainted not only with the theoretical aspects of living but with 
the practical as well. For example, there is reason to question the ability 
of teachers who have never earned a living except as teachers, to guide 
pupils in making a living in the community at large. Thus, the empha- 
sis in teacher preparation is coming to be upon the selection of capable 
individuals who have achieved success in the home, the school, and the 
community; and who are willing to expand this fund of useful experi- 
ences through summer work, travel, hobbies, and other forms of direct 
contact with the practical world, as well as by professional studies on 
‘pre-service and in-service basis. 

Getting acquainted with his pupils. In the light of the teacher’s role as a 
guide, his first concern in a particular unit is not for subject matter, but 
for the individuals who make up the group. Therefore, he should learn 
wy know the pupils as well as possible before the first group meeting. 
This can be done by examining the records kept by former teachers, 
Studying the case history of each pupil with special attention to abili- 
Us, interests, and difficulties, by analyzing the learning activities en- 
biged in previously, and by interviewing the pupils and their parents. 
From such activities the teacher may learn something of the weak- 
B. each pupil that may need special attention, as T bs Ys 

nd abilities which may be drawn upon as the unit is develop’ 
oe may even gather a few hints from this e PN 
Sabie gesund 
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Resource units. A recent development that is proving to be a boon to 
teachers who wish to use the experience unit method is the "resource 
unit." A resource unit is defined by one group of educators as “a Sys- 
tematic and comprehensive survey, analysis, and organization of the 
possible resources (e.g. problems, issues, activities, bibliographies, and 
the like) which a teacher might utilize in planning, developing, and eval- 
uating a learning unit. It should be based on a major area or problem of 
living related to the needs of pupils. It should be designed not only to 
help a teacher in preplanning a learning unit but to review the signifi- 
cant factors of an area of living, and to suggest experiences which the 
teacher and the students might have to enrich living in that area.” ? 

The same authors distinguish between a resource unit and a learning 
unit as follows: 


A resource unit usually is not prepared for a particular class and includes 
materials for more than one grade level, while a learning unit is planned 
for a particular group of students. A resource unit offers material for a 
number of learning units, while a learning unit is for use in a specific teach- 
ing situation, and may draw upon several resource units. A resource unit 1s 
planned by a teacher or a group of teachers to be used by the teacher; a 
learning unit is planned co-operatively by teacher and students." 


Like a good road map, the resource unit provides the user with a 
quick overview of the entire area through which he may wish to ara 
The user is then able to select from the many possibilities the particular 
route or combination of activities that promise to take him to the place 
or places he thinks he would like to go. A given resource unit may, 
therefore, be useful to many teachers at many different times and under 
different circumstances, and no two learning units developed through 
its use are likely to be identical. 

When consulting a resource unit, the teacher may expect to find the 
following kinds of help: 


1. A brief statement of the philosophy that gives direction to the educa- 
tional effort in the society in which the school is located. In some wee 
this may be supplemented by a description of the educational theories hel 
by the individual or group of individuals who prepared the resource unit 

VH. B. Alberty and others, "How to Make a Resource Unit,” Educational 
Research Bulletin, XXIV (3):72, College of Education, Ohio State University» 


Columbus, Ohio, Mar. 14, 1945, 
? [bid., p. 72. 
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2. A statement of specific learning outcomes that can be sought in a unit 
in the area dealt with. These outcomes include ideals, values, personality 
traits, attitudes, knowledges, habits, and skills. 

3. A survey of the whole area dealt with in the unit to give the teacher 
quickly and comprehensively, a working knowledge of that area. This 
includes issues and problems likely to be encountered as well as a list of 
references that may be consulted for additional information as nceded. 

4. A list of suggestions as to how a learning unit might be developed in 
this area. 

5. A list of pupil activities-planning activities, developmental activities, 
and culminating activities—more than can possibly be dealt with in a given 
learning unit. 

6. A list of suggestions for evaluating the outcomes.” 


As this list shows, the resource unit gives the teacher some measure 
of the security formerly provided by a course outline or textbook. 
Because it provides lists of materials and sources of information on a 
large number of topics or aspects of the unit area, the teacher is spared 
the necessity of a frantic search for such materials whenever the inter- 
ests and purposes of the class lead in an unfamiliar or unexpected direc- 
tion. As a result, the teacher is free to concentrate on the process of 
Cooperative planning and the carrying out of those plans. The resource 
unit thus helps inspire the confidence necessary for the group to fol- 
low its genuine interests and purposes. f 

Preplonning the learning unit. In the light of the discussion up to this 
point, it is apparent that the teacher can do relatively little by way of 
detailed preplanning of the learning unit without depriving the class 
of the opportunity to gain experience in group planning. The teacher 
E however, anticipate the steps or phases through which the unit 
Vill progress and thus be prepared to help the group move from one 
Phase to the next in an orderly manner. One secondary school has 
Bs in general, the learning units developed in that school 

to evolve by the following stages: 

x 3 poe survey of the pupil's background and needs. 

g up of criteria for choice of the worthwhile group ex 


3. i i E > . 
Examination of a range of worthwhile group experiences in 

the criteria set up. 

YR 

Alber or an excellent example of a resource unit that has 

pred others, Science: Servant or Master, College 
Tsity, Columbus, Ohio, 1946. 
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4. Cooperative choice of the best possible experience with teacher re- 
sponsibility for so directing the activity as to determine whether choice fits 
into needs of the pupil and the culture. 

5. Caring for the rights of the minority. 

6. Actual division of labor and working out of experience. 

7. Revision of the group working plan as needs dictate. 

8. Evaluation of the group's work upon completion of the group experi- 
ence or unit. 

9. Transition into other units by a technique similar to that mentioned 
above." 


Familiarity with this pattern and with the kinds of activities that may 
be engaged in at each stage may help the teacher avoid aimless wan- 
dering or the admission into the unit of activities that may have only 
momentary appeal. 

An example of more detailed preplanning is found in the plan used 
with a group of pupils of junior high-school age during the summer of 
1945." This plan is particularly helpful inasmuch as it was prepared to 
assist a group of observers to follow the unit as it was being developed. 
Because there were only 6 weeks available for the unit, it was neces- 
sary to curtail the stages during which the unit was selected by limiting 
the acceptable choices to a single, broad area. Therefore, the teacher 
frankly urged the pupils to think about the kind of experiences they 
thought might help them to understand themselves and their comi 
munity better. In other words, the unit was committed to the social 
science area by some preliminary curricular planning. The plan as pre- 
pared in advance is as follows: 


We assume that we are to gain an understanding of the United States 
and its growth, but beyond that initial requirement, the program is broad 
and free, 

We (the children and the teacher) will plan the unit cooperatively. w 
will choose the center of interest and be guided into the scientific method 0 
work by: 

1. Formulating our problems 

2. Stating our theses 


18 Commission on the Relation of Schools and Colleges, Progressive pec 
Association, Thirty Schools Tell Their Story, pp. 739-740, Harper & Brother 
New York, 1943. r the 

“Prepared and used by Miss Eleanor Noyes with a group of pupils at 
University of New Hampshire Summer Session, 1945. 
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3. Testing out our thoughts 
4, Drawing tentative conclusions 


5. Selecting new purposes for cooperative action 


Any worthwhile activity which serves the purpose of making the group 
experiences vivid, will be admitted to the unit. The question as to whether 
or not it is an English, art, science, social studies, or spelling, etc., activity 
will not be approached. The requirement is merely that there is a dominant 
interest on the part of the group, that we face real problems, and that it 
contribute to a way of working which leads us to be maturer individuals. 

The following skeleton outline is provided so that as the unit progresses 
cooperatively we may record procedures, thoughts, material, etc., which 
will, in the end, give us a picture of the complete work. 

I. Posse Unir PROBLEM 
What experiences do Americans have in days when our country looks 
toward new frontiers? 

IL. Possiste APPROACHES 


A, 
B. 
C. 


D. 


[E 


m 


K, 
M. 


A. 


Discussion of new frontiers and what has opened them. 
Discussion of the changes the “air world” is bringing about. 
Discussion of changes in the local community, and what brought 
about these. Extending this to the Eastern Seaboard. i 
Discussion of why some people moved from our community 
farther inland, the courage it took to face the obstacles, some 
of the experiences we think they met. A 
Studying maps to see how the people could have gone inland, 
the means of transportation usable in this undertaking. 
Studying stereopticon slides of the barriers. 

Enjoying 

1. Sound film—Story of Transportation. j 
2. Silent film—Westward Expansion—Through Transportator: 
3. Slides—Gateway to the West. 

Reading a story to entire group—Young Americ 
Reading story books with this background, 
Using reference books to find ways to the West and what land 
was desirable. 

Making collections of pictures for bulletin board. 


a—Meigs. 


Procepures 


What we want to know (problems): 
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B. What we think. 
(Possible solutions to the problems formulated by children in 
light of their experiences.) 
C. The way we shall work. 
l. More maturely and cooperatively: 
a. In a large group 
b. In a small group 
€. As individuals 
D. We will test our thoughts, broaden our knowledges and skills, 
and develop our creativeness, by: 
- Having committees arrange materials. 
. Using reference materials of all types. 
- Keeping notebooks, 
- Having experiences in language arts. 
- Having experiences in creative art. 
. Having experiences with inusic. 
- Having experiences in science. 
- Conferring: 
4. With experts 
b. With our mothers and dads 
c. With each other 
9. Taking field trips 
E. We will form tentative conclusions to our problems by: 
1. Discussions of original problems in light of our aggregate 


experiences and information gathered. 
IV. EvaruariON 


Qo NAN d o Non 


A. Teacher and pupils plan together concerning concepts that the 
group should have gained from the study. 
1. Committees plan some means of measuring knowledge- 
growth. 
B. Discussion about our "maturer development" as revealed dur- 
ing the unit of work. 
V. Projection 


> ‘i E ext 
A. Plan, through discussion, ways and means of tackling our n 
work more efficiently and maturely. 


Working with the pupils. The test of good teaching is found m 
ability of the teacher to work with the pupils in reaching the bu. 
educational goals. In the experience unit, the advancement of PES 
in the ability to solve the problems of real life, the development i 
attitudes of respect for human personality based on understanding, 4” 
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the improvement in the ability to work with others in fashioning a 
satisfactory social life are sought by the good teacher at every stage. It 
is to be expected, however, that some pupils will not be prepared to en- 
gage satisfactorily in this type of learning activity. The skillful teacher 
will step in to offer help at any point where it is found that pupils 
are incompetent or failing. Thus, in the initiation and planning stage it 
may be necessary to suggest a plan of organization and procedure to 
pupils who have had no previous experience in conducting their own 
affairs. Care should be exercised to avoid giving the impression that 
the teacher has final answers, and ultimately all suggestions should be 
evaluated in terms of their effectiveness and with a view to improving 
them for future use. In the interest of improving problem-solving 
ability, the teacher should encourage the careful study of possible prob- 
lems for the unit before a selection is made. He should see to it that 
standards based on respect for the rights of individuals are set up 
through cooperative study and group discussion, and that these 
standards are used to guide the group in the selection of the unit 
problem. Acceptable research procedures should be suggested to make 
sure that the group has a sound basis for making wise choices. The at- 
tention of the pupils should be directed as needed to sources of in- 
formation that are new to them or that may have been overlooked. 
In the developmental stage, the teacher should be alert constantly to 
discover individuals or groups that are “bogging down” on their jobs. 
Special help will be needed in these instances to keep the unit moving 
ahead. Frequently difficulties of this nature arise because the pupils 
concerned do not possess the necessary skill or understanding for the 


us immediately at hand. The teacher may be able to remedy the dif- 


pu by providing individual instruction or drill immediately. If more 
e d to remedial classes 


extensive help is needed, the pupil should be directe 
Or to the courses where specialized instruction is offered. 
The culmination and evaluation stage also calls for special attention. 
In some respects this can be the most fruitful stage of the unit in terms 
n encouraging pupils to give thought to the kind of life they wish to 
lve. The self-appraisal activities frequently engaged in at this stage, 
Which call for reorganizing the method of attack and for reevaluating 
the goals reached, will not come about without guidance from the 
Macher except in the case of experienced and quite mature students. 
3 Measurement of progress in acquiring desired skills and bodies of 
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knowledge also requires special assistance from the teacher who has 
the technical knowledge necessary to use the instruments of measure- 
ment that have been designed for this purpose. Care should be taken, 
however, to distinguish between the knowledge and skills the pupils 
have chosen to acquire and those that might be looked for by teachers 
using the daily-assignment or the subject-matter unit methods. 
Keeping the record. Finally, the teacher should keep a record of the 
unit as it is being developed. This record can help in keeping the group 
moving along in a purposeful manner if it is referred to in planning. 
When the group moves on, the record will indicate to new teachers and 
others the kind of experiences the pupils have had, the growth that has 
occurred, and the special abilities or weaknesses that have been ob- 
served. In this sense, the record assumes some of the functions of a 
course of study, for it may help in determining the nature and 
sequence of the experiences the pupils may be urged to undergo in 
subsequent units. Supplemented by other data including the records 
kept by the pupils themselves, the teacher’s record of the unit is help- 
ful not only in curricular planning on a school-wide basis, but also in 
helping the individual round out his own personal development. 


SUMMARY 


In conclusion it seems fair to say that the experience unit method 
acquires its chief characteristic from the principle that pupils can 
best learn to live in a satisfactory manner by carrying on real-life 
activities in the pursuit of ends that have significant value for them, 
that is, the learning activities that constitute the content of education 
have their source in the experiences of the pupils. To center the educa- 
tive effort in the purposes, interests, needs, and concerns of the learner, 
the teacher functions as a guide by suggesting possibilities and con- 
siderations beyond the knowledge or experiences of the learner, and by 
affording a measure of security made possible by his greater experience 
and maturity. In this manner the teacher is merely a participant 1m the 
cooperative search for more effective controls over the environment 
both physical and social. 
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Chapter 14. THE EVALUATION OF PUPIL PROGRESS 
IN THE EXPERIENCE UNIT METHOD 


Once again, as was done in Chaps. 8 and 11 for the recitation method 
and the subject-matter unit method, it is desirable to approach evalua- 
tion of pupil behavior through the instructional outcomes sought and 
emphasized in the method under consideration. Achievement can be 
appraised only in terms of pupil behavior, and pupil behavior is de- 
termined largely by the degree to which educational procedures succeed 
in developing desired behavioral outcomes in pupils. 

It is clearly brought out in Chap. 12 that behavioral changes sought 
in the experience unit method run the entire gamut of possible out- 
comes. Of the skills, knowledges, concepts, understandings, tastes and 
preferences, and applications under which all behavioral outcomes are 
classified in Chap. 5, not one is neglected in this most recently evolved 
of the three instructional methods. When the purpose of education 55 
proficiency in social living and when the educational activities are real 
rather than artificial, the whole pupil is involved. Certainly all of the 
possible types of instructional outcomes are, therefore, conceived tO 
be important. The experience unit method emphasizes the most tangible 
instructional outcomes, represented by knowledges and skills, relatively 
less and the remaining more intangible outcomes relatively more than 
do either the recitation or the subject-matter unit methods of instruc- 
tion. This fact places more responsibility upon the teacher and other 
school officials for measuring the attainment of diverse types of out- 
comes than is true of the recitation or subject-matter unit methods. 

Evaluation procedures characteristic of the experience unit method. The 
broad conception of instructional or experiential outcomes inherent 10 
the experience unit method is necessarily, or at least desirably, accom- 
panied by measurement and evaluation techniques in line with the ob- 
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jectives of instruction. Tyler’s 10 steps of procedure * for the construc- 
tion of evaluation instruments appear best to illustrate this type of 
approach to appraisal. 

1. Formulation of course objectives 

2. Definition of each objective in terms of student behavior 

3. Collection of situations in which students will reveal presence or ab- 
sence of each objective 

4. Presentation of situations to students 

5. Evaluation of student reactions in light of each objective 

6. Determination of objectivity of evaluation 

7. Improvement of objectivity when necessary 

8. Determination of reliability 

9. Improvement of reliability when necessary 

10. Development of more practicable methods of measurement, when 
necessary 


The differences in the approach to measurement of pupil achieve- 
ment embodied in the above list and in the comparable procedures out- 
lined in Chaps. 8 and 11 are tremendous. Evaluation is here approached 
in terms of instructional outcomes of all types and not primarily in 
terms of subject-matter content of courses. It is the whole child who 
is evaluated here, rather than the factually stocked and skilled child 
who is tested in the recitation method and the child possessing knowl- 
edges, skills, concepts, understandings, and tastes and preferences, who 
15 measured in the subject-matter unit method. 

Formulation of Objectives. 'The initial step in attempting to evaluate 
outcomes of the experience unit method is the determination of general 
objectives. Frequently these general objectives are formulated for the 
entire program of the school, as in those stated by the staff of the 
Fight-year Study of Progressive Schools. 


* The development of effective methods of thinking 

* The cultivation of useful work habits and study skills 

* The inculcation of social attitudes 

- The acquisition of a wide range of significant interes y : e 
. The development of increased appreciation of music, art, literature, 
and other aesthetic experiences 


ca Pwr ee 


2 i te Uni- 
Ralph W, Tyler, Constructing Achievement Tests, pp. 4-14, Ohio State 


Versi 
n Columbus, Ohio, 1934. N „d Recording Student 
‘gene R, Smith, Ralph W. Tyler, et al, Appraising a 


Ogres, p, 18, Harper & Brothers, New York, 1942. 
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- The development of social sensitivity 
- The development of better personal-social adjustment 


The acquisition of important information 


. The development of physical health 
. The development of a consistent philosophy of life 


Although such lists of objectives as the above are guides to effective 
planning of a program of evaluation, they are a source of general rather 
than of specific leads. It is essential for the teacher interested in the 
evaluation of pupil outcomes in a certain experience unit or experience 


area 


to obtain or to formulate a more specific list of objectives for the 


particular unit or area in question. An example of this type of analysis 
of objectives is that shown in the breakdown of the first general objec- 


tive 


listed above into four major and several supplementary specific 


objectives: ° 


1, 


Development of ability to interpret data 

a. To make comparisons among data 

b. To see elements common to several items of data 

c. To recognize prevailing tendencies or trends in data , 

Development of ability to apply principles of science or social studies 

a. To make decisions concerning the probable explanation or ap- 
plicable prediction 

b. To justify the explanation or prediction 


- Development of ability to apply principles of logical reasoning 


4. To examine the logical structure of an argument 

b. To distinguish between conclusions which do and which do not 
follow logically from a given set of assumptions 

c. To isolate the significant elements in the logical structure of an 
argument : 

d. To recognize the application of a logical principle to explain why 
a conclusion follows logically from given assumptions 


Pale : 3 ing of 
. Development of certain abilities associated with an understanding 


the nature of proof 

4. To analyze proofs critically N- dr 

b. To recognize the basic assumptions upon which a conclusion. d 
pends and to see the logical relationships between these assumption 
and the conclusion 

c. To recognize the need for further data 


? Ibid., Chap. 2. 
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d. To distinguish between assumptions whose tenability could and 
could not be confirmed 

e. To recognize possible ways for studying a problem further and to 
distinguish between fruitful and unfruitful methods of further study 

f. To accept or reject assumptions tentatively and to test the con- 
clusions which follow 

g. To recognize that new evidence may make desirable a reconsidera- 
tion of the argument and possibly a qualification of the tentative 
conclusions 


Such a list as that above points up certain aspects of effective methods 
of thinking which, as desired instructional outcomes, should be 
measured. 

Analysis of Outcomes in Terms of Behavior. The second major step 
involved in the evaluation of outcomes from an experience unit method 
is the statement of each outcome in terms of observable pupil behaviors. 
It is necessary to translate from objectives to outcomes, as Was done in 
the preceding section, and then to translate outcomes into specific types 
of pupil behavior which will indicate the degree of attainment of the 
Outcomes. The results of such an analysis are shown below for the 
second major objective above, cultivation of useful work habits and 
study skills, as they are listed by the staff of the Eight-year Study." 
Subheadings are given only for the first three groups of work habits 
and study skills in the outline following. 


l. Using study time effectively 
4. Habit of using large blocks of free time effectively 
b. Habit of budgeting his time 
- Habit of sustained application 
- Habit of meeting study obligations promptly 
€. Habit of carrying work through to completion 
2. Establishing conditions for effective study 
4 Knowledge of proper working conditions ; 
b. Habit of providing proper working conditions for himself 
C. Habit of working under his own direction and initiative 
3. Effective planning of study 
4. Habit of planning in advance 
b. Habit of choosing for investigation prob’ 
nificance for him 


^5 


a 


Jems which have sig- 


4 H 
Ibid, pp. 31-33, 
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c. Ability to define a problem 

d. Habit of analyzing a problem 
Selecting sources of data 

Using various sources of data effectively 
Determining relevancy of data 
Recording and organizing data 
Presenting the results of study 


Euer 


Spx 


. Evaluating each step in an investigation 


A combination of two methods may also be used in obtaining lists 
of such outcomes. One, the traditional method, is that of scanning the 
course content unit by unit to determine the purpose of each and the 
types of behaviors likely to result in successful pupils. The other, and 
newer, method is that of analyzing the general function of a course 
into its subfunctions and of determining the pupil behaviors likely to 
result. 

Construction and Validation of Evaluative Instruments. The third 
major step in the evaluation of pupil behavior, that of collecting situa- 
tions in which pupils will reveal the presence or absence of each desired 
type of behavior, requires more ingenuity than does test construction 
with subject-matter emphases. Although the skill and knowledge oui 
comes present few problems, and are measurable by methods outlined 
in Chaps. 8 and 11, the evaluator in the experience unit method must 
attempt to appraise objectively the types of instructional outcomes 
measured only subjectively or even overlooked in more traditional 
measurement programs. A list of outcomes stated in terms of behavior, 
such as that given above, affords considerable aid in this third step- 
Although this question is too involved to discuss in detail here, because 
of the varied methods needed for different types of behavior, the dis- 
cussion and illustrations to follow will furnish considerable evidence 
on appropriate methods. 

The remaining steps in the construction of evaluation instruments are 
essentially paralleled by steps outlined for testing and measuring in 
Chaps. 8 and 11. They are concerned with the selection of situations 
for use in the evaluation of pupils, presentation of the situations to 
pupils, evaluation of pupil reactions, and improvement in the objec- 
tivity, reliability, and practicality of the technique or instrument. d 

It is often true in using the experience unit method that sever al di 
ferent units will contribute to the development of a single desired out- 
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come. It is also often true that one experience unit contributes to the 
development of several different desired outcomes. Therefore, it is 
inappropriate to attempt as direct a parallelism between measurement 
and instructional units in this type of program as may be appropriate 
where the recitation method or the subject-matter unit method is in 
effect. Measuring the pupils' attainment of the desired outcomes upon 
the completion of each unit therefore is not effective. In so far as paper- 
and-pencil tests are concerned, evaluation must be considered broadly 
and in terms of groups of related units. Emphasis should be placed upon 
broadly conceived tests or evaluations administered periodically, rather 
than upon short tests frequently administered. Evidence of this dif- 
ference is found in the fact that following sections of this chapter deal 
with types of outcomes, whereas sections of Chap. 8 and Chap. 11 were 
devoted to types of measuring instruments. Outcomes treated below are 
work habits and study skills; such relatively intangible behaviors as are 
involved in ability to think, social sensitivity, appreciations, and voca- 
tional interests; personal-social adjustment, and teachers’ marks. 


WORK HABITS AND STUDY SKILLS 


A newer and much more broadly conceived version of the traditional 
volved in the modern 


teading-writing-arithmetic triumvirate is that in 
conception of the basic skills necessary for social living. The skills may 
be classified into speaking, writing, reading, and computing. The first 
two are in the area known as the expressive language arts and the third 
5 in the area of the receptive language arts. Writing is concerned 
primarily with the expression of ideas and only incidentally with pen- 
manship. Except for the first-mentioned skills, which must be measured 
by other means, these skills are subject to direct measurement by 
Paper-and-pencil tests. 

Modern techniques of measuring the 
reading, and computing tend to avoid the subject-matter approach 
evidenced in many tests in these skill areas and to emphasize the socially 
Useful skills apart from their source of acquisition. In so doing, they 
are founded upon the philosophy and method inherent in the experience 
"nit plan. Standardized tests of these skills are most often found today 
for the intermediate grade and junior high-school levels, although there 
I5 evidence that concern for such outcomes is increasing at the sentor 


high-school and even the college freshman levels, 


three basic skills of writing, 
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The Iowa Every-Pupil Tests of Basic Skills * for grades 4 to 9 appear 
in four tests—silent-reading comprehension, work-study skills, basic 
language skills, and basic arithmetic skills. This battery differs signifi- 
cantly from most, if not all, of the other batteries for these grades by 
emphasizing skills to the practical exclusion of formal knowledges and 
by making no provision for direct measurement in the content sub- 
jects. It combines into one integrated battery types of measures often 
found in achievement survey tests for specific school subjects and for 
subject areas. The expressive English area is covered by part scores on 
punctuation, capitalization, usage, and spelling in the basic language 
slills test. Part scores for reading comprehension and vocabulary are 
obtained in the receptive English area from the silent reading compre- 
hension test. Computing skills in the basic arithmetic test are measured 
by parts on vocabulary and fundamental knowledge; whole numbers, 
fractions, percentages, decimals, and denominate numbers; and problems. 
Somewhat different, and embodying the belief that pupils should learn 
how to locate information, is the test of work-study skills. Here are 
found part scores for map reading, use of references, use of index, use 
of dictionary, and reading graphs, charts, and tables. 

Another test series designed for use at the high-school and college 
levels is the USAFI Tests of General Educational Development.’ These 
tests were constructed for use in the educational placement of persons 
returning to high school or college from service in some branch of 
the armed forces. The purpose was to construct tests in major skill and 
knowledge areas which would reveal the educational level at which 
each person could work and which would furnish broad measures of 
outcomes acquired incidentally rather than narrow measures of out- 
comes obtained from specific and definitely patterned courses. These 
tests at the high-school level measure correctness and effectiveness of 
expression, interpretation of reading materials in the social studies, 
interpretation of reading materials in the natural sciences, interpret 
tion of literary materials, and general mathematical ability. 


"H. T. Spitzer and Ruth Fridell, Iowa Every-Pupil Tests of Basie Skills 
Advanced Battery, Houghton Mifflin Company, Boston, 1942. 

° Examinations Staff for the United States Armed Forces Institute, United States 
Armed Forces Institute Tests of General Educational Development, High Schoo! 
and College Levels, Form B, American Council on Education, Washington, D.C» 
1943, 
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The Towa Tests of Educational Development" constitute an integrated 
battery for grades 9 to 12 which appears to merge measurement of 
basic skills with broad measurement of other outcomes in content areas. 
The separate tests measure understanding of basic social concepts, 
background in the natural sciences, correctness in writing, ability to do 
quantitative thinking, ability to interpret reading materials in the social 
studies, ability to interpret reading materials in the natural sciences, 
ability to interpret literary materials, general vocabulary, and use of 
sources of information. 


RELATIVELY INTANGIBLE OUTCOMES 


The exactness of any classification of intangible outcomes, as con- 
trasted with outcomes more definite and specific in nature, is question- 
able. However, certain types of behavioral changes occurring in pupils 
are not readily observable and are hence measurable only by means of 
indirect or relatively complex procedures. The purpose here is to 
consider such outcomes of this type as have not been dealt with in 
Chap. 11. Certainly the attitudes and general interests treated in that 
chapter may be considered as relatively intangible outcomes. 

Four types of additional outcomes of relatively intangible nature 
Will be considered in the pages following. They are ability to think, 
Social sensitivity, appreciations, and vocational interests. 

Ability to think. Teaching pupils to think has long been one of the 
major purposes of education. Appraisal of pupil ability to think has been 
à major problem, and one for which satisfactory solutions have been 
attained only too seldom. Some of the discussion of Chaps. 8 and 11 
dealt with the development and use of tests and techniques in this be- 
havior area. Others distinctly associated with the experience unit method 
rather than the recitation method or the subject-matter unit method of 
Instruction are briefly presented here. 

The ability to think is considered under th omewhat 
lapping headings of understandings and aspects of thinking, in part 
because two highly significant publications in the field of evaluation 
have dealt intensively with these outcomes. Certainly no line of de- 
Marcation can be drawn between the two. There are significant dif- 


EE. E. Lindquist (ed.), Iowa Tests of Educational Development, Fo 
and Y-2, Science Research Associates, Chicago, 1942. 


e two somewhat over- 


rms X-2 
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ferences represented in some of the methods of appraisal recommended, 
however, 

Understandings. The instructional outcomes described as under- 
standings are difficult to define exactly. Understandings certainly go 
beyond skills and factual knowledges in their complexity, significance, 
and difficulty of evaluation. They represent higher and less tangible 
outcomes than do formal skills and factual knowledges. Understandings 
are measurable by methods outlined in both Chap. 8 and Chap. 11, at 
some levels, but their evaluation at higher levels demands more elaborate 
and complex techniques than those discussed heretofore. 

Findley and Scates* outlined levels of understanding starting some- 
what above factual knowledges with abilities to discern cause and effect, 
to choose correct explanations of events, and to make simple judgments, 
ranging through abilities to draw logical inferences and to make ap- 
propriate deductions, and ending with abilities to express understanding 
effectively, to delimit oneself to the problem at hand, and to suspend 
judgment if logically necessary. These authors point out that situations 
used with pupils in measuring their understandings should have soui 
but not an extreme element of novelty, should be based on reality, 
should provide for creative effort or originality, should be keyed to 
the level and kind of understanding under consideration, and should 
provide for pupil self-evaluation. 

In view of the rather intangible nature of understandings, they may 
be classified in any one of many ways with equal facility. Heil and his 
colleagues ° classify science understandings broadly as factual and 
methodological, and then list a number of desired specific behaviors 
of each type. Anderson and his collaborators divide understandings 
in the social studies into those involving the acquisition of information, 


* Warren G. Findley and Douglas E. Scates, “Obtaining Evidence of Ud 
standing," The Measurement of Understanding, Part I, Chap. 4, Forty-fifth p. 
book of the National Society for the Study of Education, University of Chicas 
Press, Chicago, 1946, " : M 

° Louis M. Heil (Chairman), “The Measurement of Understanding in m 
The Measurement of Understanding, Part I, Chap. 6, Forty-fifth Yearbook 0 Chi- 
National Society for the Study of Education, University of Chicago Press, 
cago, 1946. ing in 

? Howard R. Anderson (Chairman), *The Measurement of Unde ro: 
the Social Studies,” The Measurement of Understanding, Part I, Chap. 5, ii à 
fifth Yearbook of the National Society for the Study of Education, University 
Chicago Press, Chicago, 1946, 
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the analysis of social problems, and the practicing of desirable social 
relationships, and list four more specific understandings of each type. 
There seems to be no formula by means of which desirable understand- 
ings can be isolated easily; they must be evolved in terms of the area 
of pupil activity in question, the type of school, the type of pupil en- 
rolled, and numerous other factors. 

The accompanying illustration of a multiple-choice item from the 
Cooperative English Effectiveness Test represents the use of a simple 
item form of more than ordinary difficulty of construction in meas- 
uring an understanding of effective expression in receptive English. 


Excerpt FROM. Cooperative Errectiveness or Expression Test, B2 


Directions: Read each of the following groups carefully; then decide which one of the four choices in each group is 
expressed most satisfactorily, and put the number of this best choice in the parentheses at the right of the group. 


1-1 In the eighteenth century Benjamin Franklin was one of the commanding figures in science, and he was 
respected in the colonies and just as much in Europe for his studies in physics. 

12 Benjamin Franklin was equally as much respected in Europe as in the colonies in the eighteenth century 
lor his studies in physics and he was one of the commanding figures in science then. 

13 Benjamin Franklin was one of the commanding figures in science in the eighteenth century, respected as 
much in Europe as in the colonies for his studies in physics. 


14 One of the commanding figures in science in the cighteenth century being respected not only in the colonies 

but just as much in Europe for his studies in physics was Benjamin Franklin. . « + + « ++ +++ 5° 

Source: Geraldine Spaulding and Miriam May, Cooperative Effectiveness of 
Expression Test, B2, Form T, Cooperative Test Service, New York, 1943. 


1005 


; Aspects of Thinkin g. In the Eight-year Study of Progressive Educa- 

tion, methods of thinking were classified into the four abilities: (a) to 
Interpret data, (b) to apply principles of science and of social studies, 
(v) to apply principles of logical reasoning in general, and (d) to 
base action upon an understanding of the nature of proof. — 

One of the best-known and widely used types of evaluative tech- 
niques evolved in the Eight-year Study is that for ability to interpret 
Social or scientific data. The test data presented may be in the form 
of tables, charts, or integrated paragraphs. From 10 to 20 statements 
follow each set of data, and the pupil is asked to indicate for each state- 
SEIS by wr iting the appropriate number or marking the appropriate 
Column of a separate answer sheet, whether the data are: 


|. Sufficient to make the statement true, 

2. Sufficient to indicate that the statement is probably true, 
f » Not sufficient to indicate whether there is any degree of DE 
alsity in the statement, 

4. Sufficient to indicate that the statement is probably false, or 

5. Sufficient to make the statement false. 
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The accompanying illustration shows a set of such data and 5 of the 
15 statements following it. 


EXCERPT FROM Interpretation or Data Test 


PROBLEM I. The graph below gives some data about hourly wages in the automotive 
industry and the average cost of automobiles per pound. Some additional information 
4s given below the graph. 


Farcent Felotiro to 
the year 1925 
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Hourly wages are given for the years after 1925 as per 
cents of the hourly wage of 1925. 


The price per pound of cars is Biven for the years after 
1925 as per cente of the price per pound in 1925. 


Statements 


l. From 1934 to 1937 hourly wages increased while car price per pound remained 
about the same. 


2. In tne airplane industry the ràlation of hourly wages and the prioe per pound of 
the finished products has been similar to that of the automobile industry: 


$. Hourly wages will be higher in 1940 than in 1933. 
4. The automobile industry made less profit in 1937 than in 1925. 
5. Hourly wages were higher in 1924 than in 1937. 


Source: Progressive Education Association, “Evaluation in the Eight n 
Study,” Interpretation of Data Test, 2.51, Cooperative Test Service, New York, 
1939; 


One other illustration from the instruments devised in the Eight- 
year Study for the appraisal of aspects of thinking is given here. This 
deals with the application of principles of logical reasoning. The us 
tration gives the problem, the 3 conclusions from which the pupis 
choose 1, and 3 of the 12 supporting statements to be marked by the 
pupils in one of three possible ways. anal 

Another instrument designed for measuring this type of instruction? 
outcome is the Watson-Glaser Test of Critical Thinking, which pro 
vides part scores on generalizations, inferences, discrimination of argu- 
ments, recognition of assumptions, general logical reasoning, attitudes 
opinions, and applied logical reasoning. The accompanying illus 
tion presents a test unit cach from the discrimination of arguments y^ 
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Excerpt FROM APPLICATION OF CERTAIN PRINCIPLES or LOGICAL 
Reasonine TEST 


PROBLEM II 


An advisory commission was considering proposals for various types of super-highway to : 
speed up traffic and reduce accidents in a large city. The chairman of the group summar- 
ized the findings of the commission as follows: "There are just three types of super- 
highway-- 1) surface (on the ground level), 2) elevated (above the ground level), 3) de- 
pressed (below the ground level). An express roadway should be free from cross troffic, 
pedestrians, and parked cars. Our findings show that a surface highway will not be satis- 
factory. Although depressed and elevated highways both have advantages and disadvantages, 
these two types will serve and are equally satisfactory except for the expense factor. 
Other things being equal, the more expensive road is less satisfactory, and the elevated 
highway would cost almost twice as much to build as the depressed highway." 


Directions: Exami the conclusions given below. Assuming that the chairman's aumaary 


Is true, which of the conclusions do you think 1s justified? 


Conclusions 


A. The chairman's summary proved that the depressed highway was the most satisfactory 
choice. 


B. The chairman's summary did not prove that the depressed highway was the most satis- 
factory choice. 


C. More information 1s needed to decide whether or not the chairman's summary proved 
that the depressed highway was the most satisfactory choice. 


A: Statements which explain why your conclusion 1s logical. 
Mark in column 3: Statements which do not explain why your conclusion 1s logical. 
C: Statements about which you are unable to decide. 


Statements 


i sfactory in other respects, 


tisfactory of the two. 
sed 


ie the more expensive of two roads, which are equally sati 
8 less satisfactory, then the cheaper road is the more sa 


2. One needs to know more about the special advantages and disadvantages of depre 
and elevated highways. 


3. One needs to understend more clearly what is meant by an elevated highway, 4 surface 


highway, and a depressed highway. 


Evaluation in the Eight Year 


Source: Progressive Education Association, sas 
42, 


Study,” Application of Certain Principles of Logical Reasoning Test, 
versity of Chicago Press, Chicago, 1940. 


the applied logical reasoning parts. Pupil responses to the first are 
alternate-response in form on the strength or weakness of each EIE] 
Ment presented, while pupils react to multiple-choice item forms in the 
Second by choosing the most logical conclusion among those that are 
given, 

Social sensitivity. Social sensitivity as dealt with i 
Study " was conceived to involve the following major aspe 
thinking, (5) social attitudes, beliefs, and values, (c) social waren 
(4) Social interests, (e) social information, and (f) skill in social action. 
lis apparent that several of these outcomes have been dealt with in 


Be, ing Student 
^s Éugene R. Smith, Ralph W. Tyler, et al, Apprasing and Recording 
Bres, p. 161, Harper & Brothers, New York, 1942. 


n the Eight-year 
cts; (a) social 
awareness, 
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Excerpts rrom WATSON-GLASER TESTS OF CRITICAL ‘THINKING 
Discrimination of Arguments 


V. Ina time of widespread unemployment should relief funds be provided by the Federal government? 


17. No; for individuals and localities will then lean on the Federal government — gs E 
rather than exercise their own efforts, initiative, and ingenuity. ................... Strong Weak 
18. Yes; for the Federal government owns billions of dollars' worth of gold now 35 35 
buried in the hills of Kentucky eee Strong Weak 
19. Yes; for the problem is national in scope and cannot otherwise be solved by — 3; 38 
individuals or by those localities where, due to poverty, the burden is heaviest. ...... Strong Weak 
20. No; for in some regions the local officials are corrupt and use the money from — as 40 


Washington not to help those most in need but to reward their political supporters... Strong Weak 
Applied Logical Reasoning 


20. In an Eastern college a study of students holding radical 
opinions about the economic order showed that all of them 
scored above the average score made by college students on cer- 
tain reading tests. Tom, a student at that college, was below 
the average score made by college students on those reading 
tests. We may, therefore, conclude that — 


96 Tom was one of the radicals. 

97 Tom did not like to read. 

98 Tom might have been one of the radicals. 

99 Tom was not one of the radicals. 

100 None of the above conclusions properly follows from 
the information given. 


Source: Goodwin Watson and Edward M. Glaser, Watson-Glaser Tests of 
Critical Thinking, Form A, World Book Company, Yonkers, N. Y., 1942. 


Chap. 11 and previously in this chapter. However, the total evalua- 
tion of social Sensitivity properly involves more than results from the 
appraisal of attitudes, interests, skills, and knowledges separately . Th 
accompanying illustration shows one of the problems, 3 courses of 
action from which the pupils choose 1, and 3 of the 21 reasons to be 
evaluated by the pupils in the Social Problems Test. | 
Appreciations. In the area of appreciations, the Eight-year Study - den 
primarily with those in literature and art, although music M 
is another field in which evaluations by other than paper-and-pencr 
means have been made. Bchaviors selected in the Eight-year Study 
to evidence the attainment of literary appreciation are: (a) satisfaction 
in the thing appreciated, (b) desire for more of the thing apre 
ated, (c) desire to know more about the thing appreciated, (d) dee * 
to express oneself creatively, (e) identification of oneself with the A 
appreciated, (f) desire to clarify one's own thinking with regar i 


7? Ibid. pp: 248-249, 


THE METHODS WE USE 331 


Excerpt FROM SOCIAL PROBLEMS TEST 


PROBLEM VIII. "INCOME" 


There 1s a wide variation in incomes in America. At one extreme there are half a million 
families whose yearly income 1s $25,000 or above. At the other extreme there are more 
than two million families who earn less than $500 a year. Plane aiming at a more even 
distribution of goods and services among the American people have aroused considerable 
controversy - 


Which of the following courses of action seems best to you? 


Directions: Choose the course (or courses) of action and fill in the appropriate spaces 
on the answer sheet under Problem VIII. 


Courses of Action: 


4. Laws should be passed establishing a minimum wage sufficient to enable all workers 
to live 1n moderate comfort. 


B. People with high incomes should be taxed so that the government could provide such 
services as housing and medical care for people who earn very little. 


C. There is no use trying to do anything about such great differences 1n income. 


Directions: Choose the reasons which you would use for your course (or courses) of ac- 
tion and fill the spaces on the answer sheet in the column under the course 
of action you marked at the top. If you have chosen more than one course 
of action, and a reason supports both, mark it in both columns. 


Reasons: 


l. Anyone who works should be assured at least enough pay to live on- 
2. No matter what might be done to increase the income of the poor, many of them would 
still be too shiftless to care for themselves. 


3. All people have a right to an income permitting a decent standard of living- 


; Source: Progressive Education Association, “Evaluation in the Eight Year 
Study,” Social Problems Test, 141, University of Chicago Press, Chicago, 1939. 


the life problems raised by the thing appreciated, and (g) desire to 
evaluate the thing appreciated. Such behaviors clearly indicate that ap- 
Preciative outcomes go far beyond the knowledges, comprehensions, 
and abilities to analyze and to interpret by means of which attempts 
have been made to evaluate appreciations. The appreciative instruments 
of the Eight-year Study are based on the assumption that pupils remem- 
ber the overt behaviors, which are the ultimate criteria, and will re- 
port them accurately on pencil-and-paper instruments.” f 

Evaluative instruments used in this area were three questionnaires on 
voluntary reading, the novel, and the drama, tests on literary informa- 
tion, a test on interpretation of literature, a test on critical-mindedness 
in the reading of fiction, and a test on judging the effectiveness of writ- 


E. compositions, Although some of the techniques are too complex 
ki i lengthy for presentation here, they employ testing deve. di 
= to those presented elsewhere in this chapter and in Chaps. 
and 11, 


* Ibid., p. 252, 

DA 
®(4/19, Asaf AN Rond, \y 
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Vocational interests. General interests inventories, as distinguished 
from vocational interests inventories, were discussed and illustrated in 
Chap. 11. Inventories designed for measuring vocational interests are 
dealt with here, however, because they are more in line with the ex- 


EXCERPTS FROM STRONG VOCATIONAL INTEREST BLANKS 


Part V. Peculiarities of People. Record your first im- 
pression. Do not think of various possibilities or of excep- 
tional cases. “Let yourself go” and record the feeling that 
comes to mind as you read the item. 


234 Progressive people ............... L I D 
235 Conservative people .............. L I D 
236 Energetic people ..............., L I D 
237 Absent-minded people ............ L I D 


Part VIII. School Subjects. Indicate whether you liked 
the following or not when in school. Work rapidly. Do 
not think over various possibilities. Record your first im- 


pressions, 

Dro GUISE, eR E essaverus Lo  J 49 
3/9 Avithmetie.. i). ciscnecees. cn. L I D 
STARE T Lieu L DRD 
SZopBible'Study e. eese. L 18D 


Source: Edward K. Strong, Jr., (top) Vocational Interest Blank for Men e 
Form M, and (bottom) Vocational Interest Blank for Women, Form WB, Su 
ford University Press, Stanford University, Calif., 1938 and 1933. 


perience unit method than with the subject-matter unit method of 
instruction. 

Although inventories of this type are designed to predict future 
success in vocational areas or specific types of work, it should be Si 
ognized that such other factors as special aptitudes and backgroun 
training are also important determiners of vocational success. In gen- 
eral, it is not desirable to consider results from vocational interests meas- 
urement valid for pupils below the senior high-school or college lejos 
inasmuch as vocational interests are quite unstable for pupils in ps 
grade school or the junior high school. for 

The Strong Vocational Interest Blank provides separate forms 
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men and women. Scores are obtained, by various weightings of re- 
sponses to the different questions, for 35 men's occupations and 17 
women's occupations. The questions deal with occupations, school sub- 
jects, amusements, activities, comparison of interest between two items, 
and rating of present abilities and characteristics. The accompanying 
illustration shows the typical 3-point scale of response for a few items 
each from the parts on peculiarities of people and on school subjects. 
The items on peculiarities of people are from the men’s form and the 
items on school subjects are from the women’s form of the instrument. 

The Kuder Preference Record provides scores in nine areas of study 
and work—mechanical, computational, scientific, persuasive, artistic, 
literary, musical, social service, and clerical. Although men and women 
take the same form of the preference record, separate norms are pro- 
vided for the sexes. The example reproduced in an accompanying illus- 
tration shows items in groups of three and the manner in which pupils 
respond by marking the activities in which they would most like and 
least like to engage. 


Samre Trems rrom Kuper Prererence RECORD 


EXAMPLE 4 
Put your answers to these questions in column 4. —= 
i 
P.Wisitan art gallery... . «1s, 0 20 2 mea Hil 
a 
Q Browse in a library . a hee ee cc n 1 | poa 
3 
R Viita mueum . 2. 2.2 2 9 a DEA , wor» i i 
: 
8. Collect autographs . . . Reap a ee nos > [| T 
1 3 
HéOdbetenns |... Ll. v SE em pod 
U. N 
Collect butterflies |... 20... - ls ORE Lt re 
eee 


Source: G. Frederic Kuder, Preference Record, Form BM, Science Research 


Ssociates, Chicago, 1942. 


PERSONAL-SOCIAL ADJUSTMENT 
Appraisal in the exceedingly broad area characterized here as per- 
"onal-social adjustment may well represent the ultimate in pupil evalua- 
ton. Whether such a concept as personal-social adjustment 15 properly 
10 be considered a type of instructional outcome OT whether it repre- 
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sents the sum total or ultimate in the integration of instructional out- 
comes in the individual pupil is not a major concern. It seems sufficient 
that each pupil should be aided as much as possible in his attempt to 
attain that optimum adjustment which is probably unique for him as an 
individual. Variety in human heredity and environment is so great 
that no two persons may be expected to have exactly the same pattern 
of aptitudes, backgrounds, characteristics, and goals. Hence, the at- 
tainment of adjustment is a relatively unique problem for each 
individual. 

Emphasis upon education of the whole child in the experience unit 
method, supported by philosophical, psychological, and sociological 
evidence, is in harmony with the theory of pupil evaluation. All of the 
testing, measuring, and evaluating tools and techniques discussed previ- 
ously in this chapter and in Chaps. 8 and 11 contribute directly to a 
total evaluation program. There remain, however, certain broadly 
evaluative procedures which appear not to be designed for measuring 
directly the types of instructional outcomes outlined in Chap. 5 as 
subject centered and activity centered. Those treated here are designed 
to aid in obtaining an over-all characterization of the pupil at a given 
time, when the results supplement those from other methods of pupil 
appraisal. The purpose is to obtain the best evidence available for use in 
pupil guidance, both present and future. Several guidance tools and 
techniques treated in Chap. 16 carry this concept one step further, to 
include provision for permanent sources of information about the 
pupil and for the intensive and extensive study of those individuals char- 
acterized by serious maladjustment. ; 

Two types of evaluative approaches in this area of personal-social 
adjustment are appropriate for discussion here. They are observational 
appraisals, initiated by the teacher, and personal reports by the pupils 
The major techniques of each type are outlined in the following pags 

Observational appraisals. Informal appraisals obtained through teacher 
observation of pupil behavior play a large part in a well-rounded P 
ation program. Such appraisals of pupils differ from those which 
teachers have always made primarily in the background of pe. 
standing and objectivity of method the teacher brings to evaluation 9 
pupil behavior. A teacher employing the experience unit method E 
be expected to have considerable understanding of pupil growth, E 
velopment, and learning, and also to have clearly in mind the types € 
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instructional objectives sought. He may also be expected to be discrim- 
inative and to apply scientific procedures in his evaluation of pupil 
behavior. 

The teacher is constantly observing pupil behavior. Much of what 
he observes is of no great significance, but pupil behaviors occur fairly 
frequently by means of which the astute teacher may learn much con- 
ceming the degree to which desired outcomes have been acquired. 
Three relatively distinct techniques useful in this type of appraisal are 
informal observations, projective techniques, and anecdotal records. 
Such observations are also basic to the reliable use of rating scales, as 
discussed in Chap. 11. 

Informal Observation. 'The-scope of informal observations is so great 
that only an incomplete characterization is possible here. Pupils may 
Well be observed with meaningful results in almost any type of school 
situation or activity. Answers to such questions as the following indi- 
cate the range and imply the purpose of such observational evalua- 
tions: How does the pupil use his free time? Does he ask questions to 
which he could learn the answers on his own initiative? Does he ac- 
cept as fact all that he reads and hears? Is his behavior consistent with 
his expressed attitudes? Does he work cooperatively with classmates 
in group projects? Does he recognize the meanings and implications of 
end products from school activities? 

Although the variety of observational situations is almost endless, 
the purpose in all observation is the evaluation of the whole child in 
life activities rather than the measurement of a segment of child be- 
havior in artificial situations. As in any other evaluation, the teacher 
should seek objectivity of method in order to rule out the possibility 
of overinterpretation. Similar behaviors do not always represent simi- 
2 Causes in different pupils. Similar causes may result in varied be- 
Navior in different pupils. Hence, no rule-of-thumb procedures are 
efective in evaluations of this type. 

Projective Methods. Techniques now designated as project T 
= Ew a rather brief history to date, ee COT 
third eu in the free association methods eve ve yee o 
are hi aie [eo m rue of us individual 
intellige bidon by the cn il roperly used only 
» "a = tests treated in Chap. 16. They are sti a DUE 

rained technician in psychological testing. 


ive meth- 
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tion here is warranted by the fact that they represent broad evaluative 
methods of studying personal-social adjustment. 

The Rorschach Test and the Thematic A pperception Test are two of 
the widely used projective instruments. In various ways, they involve 
the presentation to the pupil of materials to which he reacts informally 
and largely according to his individual predispositions. The trained 
psychological examiner is able to analyze and synthesize these reactions 
in such manner that general behavioral characteristics and tendencies 
of the pupil are supposedly revealed. The projective method also in- 
cludes such less patterned techniques as are involved in the controlled 
observation by trained technicians of pupil behavior when the pupil 
is presented a certain toy or implement or when he is placed in a par- 
ticular social situation. Teacher awareness of these projective methods 
seems desirable, even though at present the techniques remain in the 
province of specialists. 

Anecdotal Records. A third observational technique is the anecdotal 
record. Of value only when accumulated over a period of time and 
recorded in the pupil’s permanent record, anecdotes are objective de- 
scriptions by the teacher or other school official of significant occur- 
rences or episodes in the life of the pupil. Only those events believed 
by the observer to represent significant behavior tendencies of the pupil 
or to be of outstanding significance in some other way merit such re- 
cording, for discriminative choice of anecdotes is essential if the Use 
of this technique is to be feasible and if the accumulated records are to 
be of maximum value. The anecdotal record is probably little more than 
an objective version of events commonly discussed by teachers in their 
spare time, 

The anecdotal record should start with an objective and me 
factual or narrative account of the event, although a sufficient pus 9 
the account should deal with the setting in which it occurred to give the 
anecdote meaning. If the observer's interpretations are given, as may 
sometimes but not always be desirable, they should be set apart rom 
the narrative in such manner that their nature as interpretations 3 3P- 
parent. If the record of an event is carried to the third possible stage 
that involving recommendations of the observer, the form of the rec 
ord should again make clear the fact that the observer has chosen t 
attribute definite meanings to the behavior recorded and then to te 
ommend procedures designed to aid the pupil. 
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An illustration of the anecdotal record, which shows the increased 
meaning to be gleaned from a series of anecdotes as they accumulate, 
is found in the following sequence.” 


Daie Observer Anecdotal Record 

Sep. ^ Supervisor Dorothy’s stunt in the Retailing Party was highly 
original. Her attitude was abrupt and superior. The 
other girls avoided her. 

Nov. Teacher 9 She monopolized the entire group discussion today. 

Dec. Teacher 8 She told me in conference that the other students 
do not like her. I tried to explain that it would be 
desirable to be a little less aggressive and to avoid 
giving the appearance of feeling superior. She said 
little in reply and I do not know whether or not I 
got the idea across. 

Jan. Teacher 7 Dorothy came to me for advice on overcoming char- 
acteristics which make students dislike her. She took 
a difficult assignment in color and design which in- 
volved doing a costume analysis and prescription for 
a classmate who seemed antagonistic to her. She is 
doing a good job with it. 


March Teacher 7 She gave the other students opportunity to discuss 
à and to work out their share of group assignments. 
April Teacher 7 — Several students have told me that they feel she is 


not so much self-centered as ambitious. They said 
that she was gaining the cooperation and confidence 
of nearly all her classmates. 

May Teacher 8 In the sorority, Dorothy has become the person 
(next to the president) to whom people turn for 
suggestions, assistance, and leadership. This is true 
of those who first resented her. 


Personal reports. Both oral and written reports by pupils are useful in 
the evaluation of personal-social adjustment. The informal interview is 
the most common method of oral reporting. The paper-and-pencil in- 
Nruments filled out or responded to otherwise by the pupil, variously 

“slgnated as inventories, questionnaires, check lists, rating scales, and 
Even tests, represent the written form of personal reports. Pupil self- 
“valuation by the use of especially adapted check lists and rating scales 


“Ben D W, « x id 
* Wood, “The Major Strategy of Guidance, 


15 » Educational Record, 
1419-444. October, 1934, 
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of the types discussed in Chap. 11 will not be considered directly here. 
Rather, attention will be devoted to the inventory or questionnaire from 
which results are interpreted by the teacher. 

Interview. 'The interview may be either formal or informal. When a 
person is interviewed bya prospective employer, the discussion is ordi- 
narily relatively formal and is restricted to issues pertinent to the in- 
dividual's probable success in the position for which he is applying. 
When the teacher discusses the pupil's school activities with him, or 
questions him concerning his interests, attitudes, background, and other 
personal matters, the interview is informal. It is with the second type, 
often not recognized either by the teacher or the pupil as an interview, 
that the teacher as evaluator is primarily concerned. The interview is 
dealt with more extensively in Chap. 17, which is concerned with the 
teacher as a counselor. 

Informal interviews are not ordinarily anticipated in advance by the 
teacher. They develop spontaneously in any well-organized experience 
unit method of instruction when there is an appropriate degree of rap- 
port and mutual understanding between pupil and teacher. The pupil 
may come to the teacher with school or personal problems. The 
teacher may approach the pupil in situations where school or even p 
sonal problems of the pupil appear to exist and to merit attention. 
Thus, the informal interview occurs in a natural setting and in one 
conducive to the resolution of pupil problems. It also affords the v 
teacher insights into pupil behavior which should be helpful in his 
future as well as his present guidance. 1 

Inventories and Questionnaires. Personal reports of pupils on "t 
ries and questionnaires may be designed for measuring personal-socia 
adjustment from either of two standpoints. The first is represented a 
the instruments which attempt to discover how completely the pup! 
adapts to the pattern of conduct evidenced by the mores, customs, id 
laws of contemporary society. The second is represented by the instru- 
ments which are intended for the measurement of the pupil's complex 
pattern of feelings and behaviors in terms of its impact upon his adjust- 
ment to himself and to society. de 

The fact that a person who outwardly shows adjustment to the coc í 
of society may actually be poorly adjusted in his inner mechanisms s 
lustrates a fundamental weakness of the first approach. The sy mp " 
or overt behavior, is accepted as evidence of a condition in the IP 
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vidual naturally giving rise to the symptom or expression. But similar 
symptoms may arise from different causes, as has been pointed out 
previously, and similar causes may result in different symptoms. Also, 
circumstances or situations of vastly different types may appropriately 
be met by very different adjustments, and individual differences among 
human beings make undesirable any attempt to establish an exact pat- 
tern to which every individual should conform. 

In the second approach to adjustment evaluation, the fundamental 
causes or conditions rather than the more incidental symptoms or be- 
haviors are the goals. Evaluation hence becomes more complex and 
difficult than if the first approach were used, for there is lacking in 
this method any standards or patterns by means of which results can be 
interpreted definitely, The type of adjustment sought is that defined by 
Smith and Tyler ? in their statement: "Optimum adjustment may be 
thought of as a compromise between the individual and the group to 
Which he belongs, in which each party adjusts to the other to a certain 
extent in order to avoid conflicts within the individual or clashes be- 
tween the individual and the social group." 

The manner in which an adjustment inventory is used and the 


Excerpt FROM BELL ADJUSTMENT INVENTORY 


DIRECTIONS 


h Are you interested in knowing more about your own personality? If you will answer 

Ree and thoughtfully all of the questions on the pages that follow, it will be possible 
T you to obtain a better understanding of yourself. 

There are no right or wrong answers. Indicate your answer to each question by drawing 

a Circle around the "Ves," the "No," or the "2". Use the question mark only when you are 

Certain that you cannot answer "Yes" or "No." There is no time limit, but work rapidly. 

Es you have not been living with your parents, answer certain of the questions with re- 
to the people with whom you have been living. 


m y 
"à x M ? Does either of your parents Become angry easily? 4 
"a ys ke $ Do you sometimes have shooting pains in the head? — xm 
"^ Ye PS 3 Was your home always supplied with the common pese x : a a 
w Yes Ne s Do you find that you tend to have a few very close fies ls n is 
"yes M 2 Was your father what you would consider your ideal of mani Bolla Be 
wo ya NS 2 Are you troubled with the idea that people are watching you on 
MY NS 3 Are you considerably underweight? acai e, 
MUSS NUT Has either of your parents made you unhappy by criticizing y 
"* Ys a ? Does criticism disturb you greatly ? han 
9? Do you feel embarrassed if you have to ask permission to leave a group of p 


Pouce: Hugh M. Bell, The Adjustment Inventory, Student Form, Stanford 


Diversi 
Versity Pregs, Stanford University, Calif., 1934. 


2E e 7 dent 
Prog, Bee R. Smith, Ralph W. Tyler, et al, Appraising and Recording St 
SS, pp. 353-354, Harper & Brothers, New York, 1942. 
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nature of norms or other bases for interpreting results are more signifi 
cant in some respects than the inventory itself. Many students of men- 
tal hygiene and personality have the belief that adjustment inventories 
at best serve only rather general functions, and that their results in cases 
where serious maladjustment is indicated should be verified or refuted 
by other evidence. Such inventories customarily provide for pupil 
responses to questions on a yes-no or a like-indifferent-dislike scale. 
The accompanying illustrations from the Bell Adjustment Inventory 
and the Hayes’ Scale for Evaluating the Behavior of Children Ten to 
Fifteen represent the types of questions and provision for responses. 


Excerrt rrom Hayes SCALE ror EVALUATING SCHOOL BEHAVIOR 
Directions for Using this Scale 


Following is a list of habits which children 10 to 15 years old have been found to 
show. No one child could have all the habits listed, but is certain to have a consid- 
erable number of them. 


Draw a circle around the T, F or U before each item to indicate: (T) you 
believe the statement is true of the child being rated; (F) you believe the statement 
is not true of the child being rated; (U) you are uncertain whether the statement 
is true or not true of the child being rated. Be sure to draw a circle about one letter 
and one only for every item in the list, Two samples are given below: 


(T) F U usually accepts responsibility when the occasion arises 
T (F) U often wastes time 


Circle the following items in a similar manner 

I 
often does little things to make others happy 
usually thinks of consequerices both to self and others 
usually accepts responsibility when the occasion arises 
often shares with others 
usually does his share in any group activity 
often “plays hookey” from school 
usually does the work expected of him : 
usually defends his friends only when they are in the right 
usually makes friends easily 
10. often starts fights 
11. usually quickly forgives wrongs done to him 


SP RONANARWDN 


12. often uses vulgar or profane words 
13. usually eats lunch with a group 


: Ghil- 
Source: Margaret Hayes, A Scale for Evaluating the School Behavior of 
dren Ten to Fifteen, The Psychological Corporation, New York, 1933» 
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TEACHERS' MARKS 


The marking systems outlined in Chaps. 8 and 11 as most nearly in 
harmony with the philosophies and procedures of the recitation method 
and the subject-matter unit method of instruction are those widely 
used in the elementary school and the college as well as in the secondary 
school, although colleges more widely than elementary schools have 
abandoned the percentage mark. However, the marking practices and 
related reporting practices in harmony with the experience unit method 
of instruction occupy a position intermediate between those deemed 
appropriate for the elementary school and those desirably restricted to 
the college and graduate school. Even though the concern here is with 
secondary-school practices, brief consideration of consistent practices 
at other educational levels seems to be warranted. 

Marking problems and practices at different levels of the educational 
system differ to some degree in many schools and to a great degree in 
other schools. However, they doubtless differ less at the various edu- 
cational levels than they would if adequate consideration were given 
to a philosophy of education based on available psychological findings. 
Of great significance are findings concerning individual differences in 
the physical, mental, emotional, and social characteristics of pupils and 
concerning the conditions under which optimum learning occurs. The 
educational levels involved go below the high school to the elementary 
grades and above the high school to the college and professional school. 
; Woodruff is more specific than most writers on marking practices 
in recommending methods appropriate at the various educational 
levels He states that elementary-school “marks should not be com- 
petitive because the objectives of elementary education do not pro- 
vide for eliminating even the lowest students, but rather call for as 
much growth and development as each student can absorb regardless 
at his Capacity.” At the secondary-school level, he believes mon em- 
phasis logically remains on the noncompetitive aspects, although stand- 
ie the capacity of the individual Wei Te 
college ch z and should therefore enter E and upper divi- 
ae ve |, with some distinction between t e du c 

» he believes the "emphasis shifts to competitive stan 3 


16 ; , 254-255, 
Lo Asahel D, Woodruff, The Psychology of Teaching, dv 


"Bmans, Green & Co., Inc., New York, 1948. 
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lege marks should therefore show some of that additional weighting." 
It is only at the graduate-school level where the emphasis on func- 
tional proficiency is great that he believes "rather rigid standards of 
performance should be demanded before an individual is entitled to 
recognition." 

The first method of marking and reporting discussed below empha- 
Sizes self-competition rather than pupil competition, while the second 
method not only embodies that approach but is characterized also by 
evaluation of behavioral outcomes of experiential rather than of subject- 
matter types. 

Marking achievement in terms of aptitude. Of the marking procedures 
based on the relationship between measures of aptitude and achieve- 
ment, several are restricted to elementary-school use or are too techni- 
cal and involved for ordinary use. The remaining method is one sug- 
gested by Symonds for obtaining an index of studiousness which can be 
used in the assignment of final marks when the purpose is to mark the 
pupil in terms of how well his potentialities for achievement are real- 
ized. The index of studiousness itself" is obtained by: (a) ranking 
the pupils in a class in terms of their scores on a test of general intelli- 
gence, (b) ranking them in terms of their scores on an achievement 
test or other quantitative measure, and (c) determining the amount 
and direction of the difference between the two ranks for each pupil. 
If achievement ranks are subtracted from intelligence ranks, a minus 
difference suggests that the pupil is making poorer than average use of 
his abilities, and a plus difference suggests that the pupil is making better 
than average use of his talents. The amount of the deviation represents 
his degree of deviation from the average in the use of his abilities. 

This index of studiousness can be used in final marking in either of 
two ways. In the first method, indices of studiousness are obtained for 
each pupil separately on the types of appraisals used in marking, the 
indices for each pupil are averaged, and the resulting total indices for 
all pupils in the group are converted into final marks by the procedure 
preferred of the normal-curve systems outlined in Chap. 11. In the 
second method, a composite score is obtained for each pupil by the 
procedure outlined in Chap. 8 of weighting as desired each type ? 


: a : ; : ; A he 
appraisal used in marking, the index of studiousness is obtained for t 


i ; he 
11 Percival M. Symonds, Measurement in Secondary Education, pp. 5? 1-525, TI 


Macmillan Company, New York, 1927. 
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composite scores of all pupils by the method outlined above, and final 
marks are obtained by the preferred normal-curve method. 

Marking pupil achievement by evaluative methods. As conceived under 
the evaluative approach to assessment of pupil achievement, the purposes 
of marking are much broader and more fundamentally significant than 
are those of marking systems discussed in Chaps. 8 and 11. The purposes 
of marking outlined in the Eight-year Study of Progressive Schools 
ar? (a) to form a basis for understanding pupils so that effective 
guidance can be provided, (b) to furnish transferable information for 
use in guidance, (c) to provide information needed for reports to the 
home, (d) to provide information and methods of transferring it to 
others concerning pupil readiness for future experiences, and (e) to 
stimulate teachers to consider and decide upon their objectives, judge 
their relative importance, and estimate their own and pupil success in 
realization of the stated objectives. 

Wrinkle and his colleagues at the Colorado State College of Educa- 
tion at Greeley experimentally tried several secondary-school marking 
and reporting methods and suggested several others which are in 
harmony with the experience unit instructional method." These are 
parent-teacher conferences, informal letters by teachers to parents of 
their pupils, check forms, pupil self-evaluations, and parents’ reports to 
the school. Some of these procedures were found to be impractical be- 
Cause of time requirements, possibility of misinterpretation, or for other 
reasons. Wrinkle favors the check form as the most practical and 
usable of the various departures from conventional report cards. 

The questions following ” indicate the criteria Wrinkle and his col- 
laborators developed for use in evaluating procedures and practices for 
marking and reporting pupil performance. 

1. Have the objectives of the educational program been identi 

2, Are the objectives clearly stated? 

a Are the objectives sufficiently analyzed so t 

meaning? 
by T objectives understood, accepted, and recognized as important 
ents, teachers, and parents? 


py, tgene R. Smith, Ralph W. Tyler, et al, Appraising and Recordin 

Ta PP- 465-466, Harper & Brothers, New York, 1942. " 

inel illiam L. Wrinkle, Improving Marking and Reporting Fra 
; 4t & Company, Inc., New York, 1947. 


20 . 
Ibid., pp. 107-110, 


ified? 


hat they have specific 


g Pupil 


ctices, pp. 52-83, 
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5. Are different objectives evaluated and reported separately? 

6. Are different forms provided to serve different purposes? 

7. Are different bases for evaluation utilized which are appropriate to the 
purposes involved? 

8. Can the teacher evaluate with sufficient reliability the achievement 
and growth of the student with respect to the objectives which have been 
set up? 

9. Can the reports be prepared with a reasonable expenditure of time and 
effort? 

10. Do the evaluation procedures make provision for student self- 
evaluation? 

11. Is provision made for the reporting of evidence and comments rela- 
tive to the evaluations? 

12. Are the forms so constructed as to facilitate recording? 

13. Can the evaluations be easily translated into other symbols if the 
evaluations may have to be stated in terms of other symbols of marking? 

14. Do the forms and practices serve the various functions which they 
are designed to serve, that is, give information, stimulate interest in improve- 
ment, facilitate guidance, provide a basis for college entrance recommenda- 
tions, etc.? 


Evaluative methods of marking and reporting pupil achievement 
often include several forms instead of the lone report card and varied 
procedures instead of the one procedure common when percentage 
or regular point-scale marking methods are used. Instruments or Sig- 
nificant portions of instruments used in the Eight-year Study are 
record forms in major subject areas, a behavior description form, a form 
for reporting to parents, and a form for reporting to colleges. 

Reports for School Subjects. The tendency to furnish reports By 
school subjects is the result of several realizations by teachers and other 
educators. Traditional percentage and letter marks fail to furnish nk 
lytical information of the type important to the teacher, the pupil, AE 
the pupil's parents. Moreover, instructional outcomes sought in € 
subjects or fields differ widely. An analytical report for each individua 
subject prepared especially in terms of the behaviors listed a d 
propriate outcomes provides for the meaningful type of report n 1 
The accompanying illustration is from the front of the report card fo 
use in English which was evolved by the staff of the Eight-year w 

Behavior Descriptions. The staff of the Fight-year Study evolve i 
behavior description card which would, it was hoped, represent ? 
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improvement over rating scales, which would avoid comparisons of 
pupils, which would provide for indications of both modal and widely 
variable behavior of the pupil, and which would over a period of time 
constitute a record of behavior development in the pupil." Some of 
the characteristics chosen for use in the behavior description and the 
method of using this card are shown on the accompanying illus- 
tration. 

Reports to Parents. Evaluation reports to parents use marking bases 
fundamentally different from percentage or Jetter marks, especially for 
the reason that no marks are designated to represent failure. Rather, 
such designations as high, modal, and low, or honors, satisfactory, needs 
to make improvement, and unsatisfactory are used. Such reports often 
break subject areas down into the most important types of behavioral 
outcomes. The student evaluation report evolved in the Colorado study 
of marking practices is reproduced herewith. 


SUMMARY 


The dependence of measurement and evaluation upon the outcomes 
sought in the instruction of pupils is even greater in the experience 
unit method than in either the daily-assignment or the subject-matter 
unit plan of instruction. The whole gamut of outcomes must receive 
consideration, ranging from the tangible knowledges and skills, through 


the higher level concepts, understandings, and applications, and such 
and appreciations, to the 


tastes and preferences as attitudes, interests, i 
ecte 


“timate whole-child adjustment. No type of outcome can be negl 
if measurement and evaluation are to be well done. 

Construction of evaluation instruments involves as a first step the 
determination of instructional objectives, both general and specific. 
dise objectives must then be translated into outcomes, or those pupil 
behaviors which indicate that the objectives have been realized in 
Practice, Characteristic measurable behaviors in line with the outcomes 
Ut then be sought out and subsequently presented to the pupils for 
p reactions. Means of evaluating the pupil reactions must es 
ae Finally, the results must be scrutinized for p s A 

“ty, and practicality. The method is such that vali ity s : 
Mined as a matter of course, although evaluative techniques should be 


C " t 
» Eugene R, Smith, Ralph W. Tyler, et al, Appraismg and Recording Studen 
Ogress, Pp: 471-472, Harper & Brothers, New York, 1942. 
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Evaluation of Student Achievement 


COLLEGE HIGH SCHOOL »/ COLORADO STATE COLLEGE OF EDUCATION 
at GREELEY 


1 i s? 


Student. “Secondary 
6 8 


Coursa or Activity Weeks Enrolled Regular Periods 


GENERAL OBJECTIVES: The evaluation of the student's achievement of the twelve general objectives which follow ts made 
in terms of what normally might bo expected of students of similar age and school placemen 

FACTORY. NCNEEDS TO MAKE IMPROVEMENT. U—UNSATISFACTORY. X—INSUFFIC 

APPLY. Srecivic Benavions Esrectatty Resvoxsiuiz rom O, N, on U Evatuations Aue Crrcrro, Sree COMMENTS PARTICU: 
kaniy witu Rerenexce TO 0, N, AND U EYALUATIONS Ane WRITTEN ON "HE Orrosrrk Sir or Timis SHEET, 


— 1. HB DIRECTS HIS INDIVIDUAL. ACTIVITIES EFFEC- / OBSERVES ATTENDANCE REGULATIONS ()M 
TIVELY ( ) begins work promptly () makes good ar and prc n anco exwept for approved 
uso of time 4 )requires minimum of supervision e (arr r nlacnee when pos. 
(does more than the least that will be accepted aible () tak t maxing up work missed 
( ) meets responsibilities promptly ( )mnkes proper use of schoo! health service 
HE FOLLOWS PLANS AND DIRECTIONS ( ) listens HE READS WITH BASE AND UNDERSTANDING 
to and reads directions carefully ( ) f and ( )uelecta important I ( ) understands and evalu- 

wand directions which have been act up ates what he rei i With reasonable aped 
l HE GETS ALONG WELL WITH OTHERS ( ) is consid- HE EXPRE: , 
TIVELY IN WRITING () expresses ldeaa clearly 
trola hin temper ( ) conforms to ( ) uses correct grammatical forms ( ) punctuates core 
reasonable social standards rectly () npell correctly ( ) writes legibly 


. HE TAKES AN ACTIVE PART IN GROUP LIVING 
() participates in group planning ( ) volunteers his 

aMervicom ( ) does his share in group activities 

HE SPEAKS CORRECTLY AND EFFECTIVELY Lively. ( ) effectively engages In Interview and obsory 
(speaks clearly ( ) adjusts his vol 

the group Adequate vocabulary to 2 NG METHOD () 
himaeif interestingly () speaks with en abes problems () sates problems clearly () 
Confidence ( ) uses correct grammatical forms lecta and records appropriate information ( arrive 
. HE TAKES GOOD CARE OF PERSONAL AND SCHOOL VrünsccenlU ans 5 
MATERIALS AND EQUIPMENT ( ) shows respect for HE USES THE BASIC SKILLS IN MATHEMATI 
Property (does not waste or damage materials or ( ) uses accurately the simple fundamenta] combination 

uras things when due () reports ( )eomputes with reasonable speed ( ) uses fractions 
And per cents correctly ( ) selecta correct proc 


SPECIFIC OBJECTIVES: The specific objectives of each course and activity havo been discussed with the student and 
used In classroom instruction and evaluation activities, 


HIS ACHIEVEMENT OF THE SPECIFIC OBJECTIVES OF THIS COURSE OR ACTIVITY HAS BEEN: 


D) better than D consistent with D) Poorer than CO Such that he cannot be recommended for admission to 
what reasonably might have been expected of him in college courses or training programs to which this course 
terms of bis background and ability. 1s prerequisite, 


G Such that full credit ts not recommended on administrative BUE cbe: oit cát ra ki Sie 


records. to enroll ta 
mot to enroll n — — ———————————7 


Supervising Teacher 


hts pection Ie for record purposes and in to be detached before the report is issued to the student or his pa 
ACTUAL 
ACHIEYEMENT: a o o o o 


QUTSTAN. E VERY POOR* 
EXPECTED: DING ABOVE AVERAGE AVERAGE BELOW AVERAGI 

ACHIEVEMENT: n o ü o o 
“Adjusted credit recommendation (in full year courses only): 3 % % regular credit should be allowed. 


Source: William L. Wrinkle, Improving Marking and Reporting Practice 


pp- 108-109, Rinehart & Company, Inc., New York, 1947. 


under constant scrutiny concerning how well they satisfy al] nine 
examination criteria. 

Prominent among evaluative techniques are those designed to meas 
work-study skills, ability to think, social sensitivity, appreciations, m 
tional interests, and personal-social adjustment. Among the tests, NET 


ure 
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niques, and tools required are standardized and teacher-made tests, 
check lists, informal observations, anecdotal records, interviews, ques- 
tionnaires, and inventories. Many, but probably not all, of the pro- 
cedures discussed in Chaps. 8 and 11 are also applicable to the experience 
unit method. 

Teachers’ marks of a distinctly new and nontraditional type are most 
appropriate for use with this instructional plan. The marks involve per- 
centages not at all and point scales very little. They appear on several 
types of reports designed for different purposes and for different aspects 
of the pupil’s school career. 

Just as the experience unit method of instruction represents a rela- 
tively new and unquestionably an emerging plan, the tests, techniques, 
and tools appropriately used to evaluate pupil attainment of the desired 
outcomes are also, in many cases, relatively new and unfamiliar. It 
behooves the teacher under an experience unit method of instruction to 
seek in his evaluative procedures to encompass all of the types of in- 
structional outcomes, whether tangible and easy of measurement or in- 
tangible and difficult to measure. 
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Chapter 15. THE TEACHER AND THE 
EMERGING CORE CURRICULUM 


To this point, teaching methods have been discussed as though they 
were usually confined within the walls of the classroom. The impression 
may have been given that the teacher is free to use whatever method 
he may choose without concern about the effect his choice may have 
upon the work of his associates or upon the broader educational plans 
of his pupils. It is obvious, however, that modern secondary schools do 
not afford such convenient isolation and independence. 

It was stated in Chap. 4 that the average-sized high school today has 
an enrollment in excess of 100 pupils. To serve the needs of a student 
body of this size, it is necessary to employ a staff of several teachers. 
The teaching assignments must be divided among the members of the 
staff, and as a result the pupils are required to move from teacher to 
teacher and from classroom to classroom as they go through the ac- 
tivities of the day. Even the smallest high school of which this writer 
has personal knowledge, a school which a few years 289 boasted an 
enrollment of only nine pupils, employed two full-time teachers. In- 
struction was offered in such well-established courses aS English 1, 
English II, algebra, geometry, French I, and French II. Since each pupil 
took some work with each of the two instructors, some agreement had 
to be worked out for the equitable division of time. The resulting agree- 
Ments were expressed in the daily time schedule and in the program of 
Studies, 

t is clear that even 
mined in part by 
such considera- 
governs the ac- 
and the course 


, The modern secondary school is a complex institution. I 

E p schools the choice of method must be deter 

Considerations other than personal preferences. Among 

tions, one should list the daily time schedule which 

Uities of the school as a whole, the sequence of courses, 
353 
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of study a given class is expected to follow. The larger the school, the 
more rigid such administrative devices are likely to be in prescribing 
the amount of time the teacher can give to a particular class meeting and 
the specific outcomes that are to be achieved. 

The limitations on the freedom of choice regarding method are the 
result of the division of labor upon which modern educational programs 
are based. It is doubtful if there is any secondary-school teacher today 
who is solely responsible for the total educational effort that will be 
made in behalf of a given pupil in a given school year. In fact, schools 
have become so complex and teaching responsibilities have become so 
specialized that one can find the elements out of which to forma suitable 
program of learning activities for a given pupil only by looking at the 
school as a whole. The education of a given pupil is the responsibility 
of the whole school and not that of a given teacher. If the school is to 
meet its responsibilities, it is necessary to coordinate the efforts of all 
teachers within the framework of an over-all plan. 

There are many advantages that come to the teacher as a result of 
his participation in such a highly organized system. The present con- 
cern, however, is for the limitations that the teacher's commitments to 
the system place upon his freedom to choose, to plan, and to act. The 
administrative and instructional programs which incorporate the agree- 
ments that make a coordinated program possible tend to become 
cumbersome and inflexible. They do not respond to change as quickly 
as do the ideas and the practices of individuals. In fact, the complaint 
most frequently made by teachers who wish to try new procedures is 
that they cannot make the desired changes without throwing the entire 
system into confusion. It appears frequently that the only alternative 
is to wait until the school as a whole is willing to work out a new pro- 
gram that will accommodate the new procedures. This fact places 4 
serious obstacle in the path of those teachers who are not TÉ 
merely to drift along from year to year in the same old pattern 0 
teaching. / d 

The requests for more freedom, made by the more progressive an 
dynamic teachers, have been recognized in recent years by numerous 
administrators and other educational leaders. As a consequence, the 
problem of improving classroom teaching has been approached p 
and there on a whole-school basis, Some new types of programs i 
promise greater flexibility and freedom of action than that afforded by 
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some of the older forms of organization have been developed. The 
beginning teacher should know about these newer trends. It is the 
purpose of the ensuing discussion to describe several types of adminis- 
trative and instructional programs in the light of their significance for 
classroom method. 


ADMINISTRATIVE DEVICES THAT ASSUME THE USE OF 
DAILY—ASSIGNMENT PROCEDURES 


American secondary schools have not always been as highly sys- 
temized as they are today. The first Latin grammar schools usually 
employed but one teacher. His duties were to instruct the pupils in the 
Latin and Greek that would gain them admission to college. The col- 
leges administered their own entrance examinations, and admission was 
based solely upon the applicant's performance in these examinations 
without reference to his record in the secondary school or the length 
of time he had engaged in preparatory studies. This arrangement made 
it possible for the teacher to employ whatever techniques or procedures 
he felt would prove most effective in each case. "Teaching, therefore, 
was an individual matter, and the names of such famous teachers as 
Cheever, Corlett, and Lovell indicate that at least 2 few of them de- 
veloped their art to a level that won favor with the pupils, the parents, 
and the colleges." These men were not bound to a rigid daily time 
schedule—so many minutes for Caesar’s C ommentaries and so many for 
Greek Grammar—even though the length of the school day was pre- 
scribed in some instances? Their time was spent chiefly in hearing rec- 
ular pupil required 
ithout fear of mis- 
fering with the 


tations and in making new assignments. If a partic 
special attention, the teacher was free to give it w 
using time scheduled for other purposes or of inter 
Work of another teacher. 

By 1890, however, the academy and the high school had replaced the 
Latin grammar school. With these newer institutions a large number of 
new courses made their appearance, many of which were designed to 
serve the needs of boys and girls who had no thought of going to 
college. In the meantime, the colleges themselves had undergone some 
changes, The ability to read Latin and Greek was no longer regarded 


the High School in New 


X * 
Emit Duncan Grizzell, Origin and Development of New York, 1923. 


England Before 1865, p. 24, The Macmillan Company, 
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as the only basis for determining an applicant's eligibility for admission. 
The technical schools in particular now demanded a foundation in the 
elementary branches of the Sciences, and some method was needed to 
make sure that the right body of subject matter was mastered to the 
desired degree. 

The high-school unit. In 1890, the New York State Board of Regents 
took the lead in setting uniform standards for secondary-school work by 
establishing the “count” as the unit for measuring instruction.’ This 
agency also prescribed the number of counts in each branch or subject 
that might be accepted as credit for admission to college. A count was 
defined as "representing ten weeks’ work which a pupil pursued with 
two other studies, and in which he recited five times a week." Shortly 
thereafter the count was replaced by the "unit," which is used widely 
even to this day, and which represents five recitations per week for 
1 academic year. 

It is in this manner that most secondary schools have come to require 
daily recitations in each subject and to make all courses run for the 
academic year. All courses that meet these requirements are said to be 
worth one unit of credit and are, therefore, of equal value in meeting 
graduation or college admission requirements. The occasional courses 
that run for one-half year only are worth only one-half unit. ko 

The class period. For reasons of efficiency the length of the recitation 
period has been fixed at a given number of minutes, usually 45. This 
means that every 45 minutes of the day teachers and pupils alike are 
required to stop whatever they are doing and to move to the non 
scheduled activity. The period is a rigid time interval that determines 
the limits within which teachers must plan their work. Assignments 
must be long enough to occupy all of the period profitably, but not too 
long to be covered adequately in the time available. No activity should 
be engaged in that cannot be brought to an end with some semblance 
of having reached a logical stopping place before the period is ter- 
minated by the bell. In effect, therefore, the class period serves as the 
standard for measuring out the amount of ground to be covered in 
each class every day of the school year. 

The daily time schedule. The school day consists of whatever number 
of periods that are thought necessary. In practice, this number varies 


51. L. Kandel, History of Secondary Education, pp. 405-406, Houghton M i 
Company, Boston, 1930, 
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from school to school but it is seldom fewer than six or more than eight. 
The number of periods in the school day, multiplied by the number 
of teachers on the staff, determines the maximum number of subjects 
that can be offered during a given school term. This number cannot be 
offered without confusion and friction, however, unless there is a 
definite understanding as to which courses shall be recited at a given 
time, and all pupils who are enrolled in those courses are free to attend 
the class meetings. The daily time schedule arranges these matters. As 
such, it represents an agreement to which the entire school subscribes, 
and no teacher is free to change the hour of a scheduled recitation or 
to hold his class overtime without first securing the consent of those 
who will be affected. It is important to note that if a given teacher 
should want to use teaching procedures that cannot well be confined 
within the limits set by the class period and the daily time schedule, the 
matter calls for consideration and possibly for action by the school as 
a whole. This need for action on a whole-school basis must be kept in 
mind if one wishes to understand the curriculum changes that are taking 
place. 

The year-long course, the 45-minute recitation, 
period school day, and the daily assignment go hand 
device developed to increase the efficiency of the school that is cot 
cerned primarily with teaching subject matter. Wherever the dominant 
purpose of the school is “to cover the course," the rigid recitation 
schedule based on the fixed-time class period is looked upon as a useful 
if not asa necessary arrangement. 

Types of curricula. Several types of curricula have grown up around 
ur daily recitation and the rigid time schedule. The oldest is known as 
the single-track curriculum. It provides a single list of courses which all 
Püpils must take in the order indicated. There i : 
Choices, Elementary schools generally have single-track curricula 3 
do some junior high schools, particularly on the seventh- mire. 
= levels. The single-track curriculum implies that all e xen 
“Over the same ground. By means of the daily assignment, the tea 


controls the pace at which they shall move. 


; The direct opposite of the single-track curriculum is found in the 


8j 1 We: r this 
free election system. As the term implies, the pupil is free under t 


h he has the necessary pre- 
sed on the assumption that 


the six- to eight- 
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s no provision for 
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each course is equivalent educationally to every other course and, there- 
fore, the particular courses taken are of less significance than the number 
taken. The early academies, with their large assortment of subjects and 
courses and with their emphasis on utility, encouraged the free election 
idea. It should be remembered that these early schools served many 
students who had definite vocational objectives, particularly of a non- 
academic nature. For that reason, if for no other, these students were 
prepared to select from the course offerings the particular subjects that 
would meet their personal needs. 

By the end of the nineteenth century, the secondary-school popula- 
tion had undergone numerous changes. Among other things, the pupils 
were less certain about their post-secondary-school needs. At the same 
time, the colleges were asking the secondary schools to teach the ele- 
mentary phases of some of the college subjects, particularly the subjects 
in the scientific and technical areas. If left to make their own choices, 
these pupils could not be depended upon to select the right courses in 
all cases. To guard against such errors, the schools prescribed the 
courses that were judged to be most satisfactory in preparing for the 
various post-secondary-school careers. Thus there was a specific 
Sequence prescribed for pupils who wished to prepare for classical 
studies in the colleges, another sequence for the scientific branches, and 
still other sequences for those who looked forward to the nonacademic 
pursuits. These sequences came to represent parallel tracks, each of 
which led to a different destination, A pupil might, therefore, choose the 
particular track he wished to travel, but having made a choice his 
program of studies was prescribed. 

Some secondary schools continue to use the parallel-track yii 
ment of courses. The college-preparatory curriculum, the genera 
academic curriculum, the fine arts curriculum, and the commercial 
curriculum are familiar names used to designate some of the tracks 4 
modern high-school pupil may elect to follow at the time he M 
School. Each curriculum has its prescribed sequence of studies, = i 
each teacher is expected to pass his class on to the next teacher yes 
the understanding that the pupils have mastered all of the subjec 
matter that will be required of them. 

There are few if any connecting points at which a pupil may un 
from one curriculum to another without suffering a discouraging 
of time. While it is true that both the student in the ninth grade of the 
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college-preparatory curriculum and the student in the ninth grade of 
the industrial arts curriculum may be studying ninth-year English, it 
frequently happens that they are dealing with an entirely different 
body of subject matter. The industrial arts student, therefore, cannot 
transfer to the college-preparatory curriculum at the beginning of the 
tenth year because he has not had the kind of English upon which 
tenth-year, college-preparatory English is based. Similar difficulties may 
be encountered in other subjects. 

The point is that subject matter is arranged in a definite sequence in 
each curriculum. Every teacher is responsible for transmitting a par- 
ticular segment in a sequence. The facts and skills in that segment are 
needed for the work that is to follow. If the teacher fails to meet his 
assignment, the deficiency cannot well be remedied except at the 
expense of the pupils and of the other teachers. 

A fourth type of curricular organization known as the constants- 
With-variables has been developed to afford a larger measure of 
flexibility for the pupil. The basic idea of this type was suggested as 
carly as 1899 by the Committee on College Entrance Requirements." 
The committee members recognized the need for instruction based on 
the needs of individual pupils but argued that while some needs vary 
due to differences in interests and vocational objectives, there are other 
needs that are common to all pupils. It was recommended that the 
Courses that serve the common needs should appear in the program of 
studies for each pupil. These courses are called the “constants.” The 
variables,” on the other hand, are the courses such as the commercial 
subjects, agriculture, and advanced mathematics which serve special 
needs and which should, therefore, appear in the programs of only 
those pupils who have a special reason to elect them. 
* P ed as those which arise from membership a 

Immunity, The constants, therefore, are usually those cours 
p aey to develop the ability to communicate de eid 

> and elementary mathematics, and other courses such as g ‘i 
ss htc and ely, ne KE A 
tee s ae physical and social environment. a ie 
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objective. The decision to change necessitates merely the election of 4 
different group of variables. 

Emergence of the "core" curriculum. Some schools now refer to the 
group of courses known as the constants as the “core.” The term is 
meant to indicate the experiences all pupils should have in preparation 
for the duties of citizenship. It is important to note, however, that not 
all schools have the same notion of what these common experiences 
should be or how they should be provided. For that reason the core 
and the "core curriculum" mean different things to different people. 
'The variations in these meanings will be discussed further, but for 
those who place their faith in the daily-assignment method, the core ' 
generally means a group of 1-year courses which are covered in daily 
installments. Preparation for citizenship in these circumstances means 
taking a certain group of courses. Where this idea prevails, the teacher 
of a core course is held responsible for covering a clearly defined body 
of subject matter and is subject to all the restrictions imposed by the 
fixed class period, the daily time schedule, and the division of labor 
implied in the course of study. à 

This type of core instruction involves no basic changes in the tradi- 
tional concept of the class period and the daily time schedule. It de- 
mands no major reorganization of the administrative programs de- 
veloped around the daily assignment. Teaching methods continue to be 
confined within the limits of the 45-minute class period, and the teacher 
must think of his obligations to the system before undertaking à 
modification of his teaching procedures. : 

Studies show that the parallel-track curriculum, the constants-with- 
variables curriculum, or some combination of these are the ones most 
commonly found in secondary schools today.’ Prospective ke 
should, therefore, be prepared to adapt their teaching procedures à 
conform to the school system in which they are likely to begin p 
professional careers. Any innovations that threaten to disrupt the Mod 
ing daily time schedule or that appear to ignore the accepted subjec ; 
matter sequences will invite criticism and hostility from other M 
bers of the staff. The beginning teacher will do well to accept p 
ciously the limitations imposed by the existing program until suc 


ondary 
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time as the staff has accepted him as an equal. From that time on he 
may discuss new procedures with the staff and introduce with con- 
fidence whatever modifications in his own procedures the staff is will- 
ing to tolerate. Basic changes, however, can be made safely only when 
the entire school has a voice in deciding upon them. It is this necessity 
of waiting for action by the school as a whole that tries the patience 
of beginning teachers who are anxious to depart from the traditional 
patterns of instruction. 


ADMINISTRATIVE DEVICES THAT ASSUME THE USE OF SUBJECT-MATTER 
UNIT PROCEDURES 

The most significant changes in administrative programs and teach- 
ing method have occurred with reference to the constants or core 
courses. There are teachers today who look upon the experiences that 
are to prepare for the duties of citizenship in a democracy, not merely 
as the taking of courses, but also as gaining practice in democratic 
forms of thinking and acting. It is argued that pupils must acquire skill 
in research, in group planning, in conducting group mectings, and in 
gathering valid information about the problems that are before them if 
they are to become competent citizens in a democracy. In many schools 
in the past, the extracurriculum was expected to provide: these ex- 
Periences, but it was soon discovered that the very pupils who had the 
greatest need were the ones who did not participate in the extra- 
Curricular activities. Obviously, therefore, it is necessary to provide 
the desired socializing experiences within the curriculum itself. 

The fusion of subject matter. An early modification that was made to 
accommodate the varied needs of the large number of pupils enrolled 
m the core subjects was to change the emphasis in these courses from 
the Mastery of subject matter to the exploration of areas of knowledge. 
Thus, Courses in general science have been developed to provide MES 
eral introduction to the entire area of science, rather than to achieve a 
high degree of mastery of the system of facts that make up a ae 
ner oes I AR 
studies.” C s een used into an integr: 2 E T an 4 shader ue 
e or n of this nature were mentione ds axe 
drawin fr ase. B. € the materials that 
Pertin x om all of the several contributing subj eae wisi 

a given topic or problem. Thus, a fused course may 
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of a number of these topics, each one of which is so large that no pupil 
can learn all that is to be known about it, and is so broad that every 
pupil, regardless of ability or vocational objective, can find some aspect 
that holds special interest or value for him. A topic or problem of this 
nature, it will be recalled, serves very well as the point of orientation 
for a subject-matter unit. 

The lengthened class period. A second modification in the traditional 
administrative pattern involves the lengthening of some of the clas 
periods. "Two trends in this direction helped prepare the way for the 
subject-matter unit. The first resulted in the double period for the 
laboratory work demanded by the emphasis on experimentation in the 
sciences. The double laboratory period has become a fixture in many 
schools because the conventional 45-minute period was not long enough 
to permit the pupils to conduct their experiments in a satisfactory 
manner. 

The second departure from the conventional 45-minute period has 
occurred in a few schools which supervise the work of the pupils for 
the purpose of developing better study habits. Time for the supervision 
of study is provided by extending the class period to 60 minutes, only 
onc-half of which is to be used for recitation purposes. 

In the light of these developments, it is quite natural that schools 
that,are interested in the exploration of broad areas of knowledge, 
possibly by means of the subject-matter unit method, should find 4 
possible to depart from administrative patterns based on the e 
class period. While many teachers are using unit procedures within x 
traditional 45-minute period, longer periods, particularly for the fuse 
courses, are becoming popular. y, 

An additional device for making the schedule more flexible sa 
in the practice of scheduling two related courses in juxtaposition » 
facilitate the correlation of subject matter. Occasionally the sam 
teacher is asked to teach both courses in order to make possible even : 
higher degree of correlation. For a number of years, the Wes 
Junior High School, Kenmore, New York, has scheduled the n 
studies and English courses in such a manner that a pupil can devo is 
half of his school day to these two courses alone. Furthermore pis 
assigned to the same teacher and the same room for both courses ii 
arrangement makes it possible for a given class to be completely ls 
own for half of the school day, free to engage in whatever activi 
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seem most worth while without fear of violating any obligations to 
other teachers or pupils. 

The experiences of Kenmore and of other schools indicate that it is 
possible to revise the traditional administrative program to accom- 
modate in a more satisfactory manner the work-type activities now 
commonly associated with the subject-matter unit method. The de- 
velopment of this type of program, however, is a matter that concerns 
the school as a whole. A. progressive teacher, anxious to win greater 
freedom for planning and action, may try to win the school over to his 
point of view, but until the school is willing to introduce the desired 
modifications, the existing program sets the limits within which he 
must operate. 

Finally, in schools dominated by the subject-matter approach, even 
though the administrative program may be changed to accommodate 
the Work-type activities of the subject-matter unit method, the teacher 
Vill continue to be bound by the prescribed subject-matter require- 
ments, The ground to be covered by a given class will continue to be 
outlined in the course of study, and the teacher will be judged primarily 
in terms of the facts, skills, and understandings the pupils will have 
acquired while under his direction. 


ADMINISTRATIVE DEVICES THAT ASSUME THE USE OF EXPERIENCE 
UNIT PROCEDURES 

It has been shown that to some educators the core means nothing 
more than a group of conventional, one-unit courses that each pupil 
Must take before he can graduate. Others look upon the core as a series 
of fused courses, largely o f an exploratory nature, one of which must 
"DPear in the program of each pupil until the required number has been 
taken, In either case, instruction in the core is for the purpose of de- 
"doping the knowledge, skills, and understandings that a modern 
Society demands of its members. Pupils have an opportunity to elect 
additional, conventionally organized courses as they may desire for 
Purposes of specialization. à 

The large time block. The educators who favor the experience v 


Method have a different notion of the kind of experiences all pup 


Should have ee 'ect-matter prescrip- 
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social setting. Furthermore, they realize that merely taking a "course" 
in American history will not assure good citizenship practices. These 
educators call for the orientation of learning activities around the 
purposes, interests, and needs which arise out of the experiences of 
the pupils chemselves. An administrative organization is needed, there- 
fore, that will allow these matters to be taken up at the time they arise 
rather than at the time they may have been scheduled by the curricu- 
lum makers. 

The flexibility afforded by the lengthened class periods for laboratory 
work, supervised study, and the subject-matter unit seems to offer a 
solution. By adopting the expanded class period but rejecting the 
course prescriptions of the earlier core programs, the experience unit 
people have made available a block of time each day during which 
pupils, planning cooperatively with their teachers, may deal with what- 
ever problems or concerns seem most significant to them. Learning 
to identify the important problems, to plan the attacks that are to be 
made on them, to carry out the plans, and to evaluate the results in 
terms of the objectives sought are believed to be the kinds of educa- 
tional experiences each pupil should have. According to this view, the 
core should consist of the experiences pupils can have, under the direc- 
tion of the school, which will help them grow into competent and 
intelligent citizens of a democratic society. 

The core program. These experiences are acquired without regard 
for the conventional subject-matter lines and cannot be predicted with 
certainty. The content of a given core course, therefore, can be known 
only after it has been completed. After extensive study and experience 
Alberty points out that this type of core program should meet the 
following requirements: 


1. The problems that are dealt with in the core program should pape 
for experiences common to large groups, that is, they should consist 0 à 
persistent or recurring concern of the society of which the school is à px 

2. The problems should cut across subject matter lines in the sense t s 
they could not be dealt with adequately within a conventional subject m 
ter area such as mathematics, English, science, or history. 

3. The problems should call for cooperative effort on the part of pn 
and teachers with respect to defining the problem and planning and € 
cuting the attack. 

4. Due to the large amount of cooperation that is involved and 


pils 


the use 
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of energy resources in attacking the problems, a larger block of time should 
be allotted the core program than the conventional forty to sixty minute 


class period. 
5, The problems should call for exploration of a wide range of rela- 


tionships." 


Alberty listed such topics as “Living in the Home,” “Housing,” and 
“Community Recreation,” as topics of typical problems that are suited 
for the core program. 

The core curriculum in the secondary school of the future. In a recent pub- 
lication, the National Association of Secondary School Principals 
recommended a curriculum built around this type of core program as 
the most promising line of development for secondary schools to follow 
in the years immediately ahead.’ The general plan recommended by the 
Association identifies four major curricular areas. They are: 


1. Common Learnings 

2. Health and Physical Fitness 

3. Personal and Individual Interests 
4 Vocational Preparation ê 


The nature of these areas and the amount of time that will be budgeted 
for each in the daily time schedule is indicated in the accompanying 
diagram. As the illustration indicates, it is recommended that the core, 
primarily the “Common Learnings,” should occupy a large share of the 
students’ time through the ninth grade. Following the ninth grade the 
core should diminish in importance to provide for an increasing degree 
of specialization, 

The program outlined by the Association is representative 
Programs that have been developed by schools interested i 
perience unit approach.? 

In general, these programs provide flexibi 


of several 
n the ex- 


lity in the daily schedule 


" Harold Alberty, “Development of Core Curriculums,” Educational Research 
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Ov. 16, 1938, 
National Association of Secondary School Principals, 
utb, Washington, D.C., 1944. 
i lbid., p. 47, 
1 x further examples of such programs, see H. 
Vo | Siege Exploring the Curriculum, Adve: 
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Tue CURRICULUM IN American Crrv Is DIVIDED INTO Four Mayor Areas 


GRADES 
Advanced Secondary School 
Middle Secondary School or Community Institute 


10 1 12 13 14 


HE H 

rH IHE *Individual Interests 35 
3 HFF Election by the pupil under guidance of 
b re i parol H HHE teacher in fields of avocational, cultural, 
sowesend individua H or intellectual interest. H 


IUHBHUIBBUIHEHED 


= Vocational Preparation ; 
Includes the study of sciences, mathematies, social 
studies, literature, and foreign languages, in prepa- 
ration for advanced study in Community Institute, 
college and universities, as well asedu- 
cation for industrial, commercial, 
homemaking, service and other occu- Z: 
pations, leading to employment, ap- 


interests; discovery of in- 
terests in art, music, sci 
ence, languages, sports, 

crafts, home and family 

problems, and leisure ac- 
ivities. 


i s or homemaking at end of 
AL grade 12, 13, or 
14, and work ex- 
X, perience. 
" * 
4 S 
25 
Common Learnings m 


A continuous course in Social Living X of individual students js a chief 
5 to foster growth in personal living responsibility of Social Living 
and in civic competence. Guidance iX teachers. 
ON Sex 


6 Includes games, sports, and other activities t. 
fitness, together with the study of indivi 


"Broken line indicates flexibility. of Scheduling of these areas, depending upon their occupa 


for youth who need to spend moretimeineither ^ tional or future education plans. 


| 
Source: By permission of the National Association of Secondary Schoo 
Principals. 


through the use of large time blocks to replace the conventional p 
period, and subject-matter prescriptions are eliminated from that ET 
of the curriculum which is designated as the core. This provides t 
freedom needed for teachers and pupils in cooperation to plan n 
tion around the problems, interests, and needs of the class. 


METHODS IN RELATION TO THE CORE CURRICULUM en 
It must be remembered that not all of the educational t 
sponsored by the modern secondary school fall within the area 9 in 
core program. At least three distinct types of learning outcomes 
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sought by progressive schools, each of which calls for a distinctive 
approach and a distinctive type of learning activity. 

Developing social competence. The first of these three types of out- 
comes, first in the sense of its relative importance and hence in the 
emphasis it should receive, is the achievement of social competence. 
As stated in Chaps. 1, 2, and 12, this implies actual participation in the 
democratic social process. Pupils are expected to engage in activities 
that hold personal value for them in such a way that they learn to 
know the democratic way of life as a particular way of getting things 
done. The school regards it a matter of duty to provide experiences 
with successful group action on matters that count. Such experiences 
can be secured only in situations in which the action is planned and 
carried through in a natural, normal manner. The experience unit 
method, operating within the freedom of the large time block, is well 
suited to this type of learning. 

Exploring the culture. The second type of outcome sought by the 
schools is a working acquaintance with the culture into which the child 
is born. The society of which the pupil is a member has had a long 
history. During that history much wisdom and information useful in 
making life more secure and satisfying, even in these days, has been 
slowly and sometimes painfully accumulated. This wisdom and knowl- 
edge is preserved in the literature, music, and art; is housed in the li- 
braries, museums, and laboratories; and is known as the cultural herit- 
age. Pupils do not have time to rediscover or to re-create all of this 
knowledge on their own time. They must learn to know what is al- 
ready known and how it may be used. Complete mastery is neither n 
sible nor necessary, but exploration adequate to provide E consumer ; 
knowledge is desirable. The subject-matter unit method is well sutte 
for this exploratory type of learning. 

Developing special knowledge, skill, or understanding- í 
third type of outcome which involves the acquisition of specific ps 
edge, skills, or understanding. This kind of learning activity helps t ; 
PH emi de scan Ns rer Bs ME EE 
iori " him to desire. While specialization d A eatin 
Iécreati ri a phe ou p * that contribute to 
Bra dw activities including the e arts Bo F 
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When a specific goal is recognized by the pupil, it may be sought di- 
rectly for its value to him and to him alone. Whether that goal is mas- 
tering the mathematics needed to gain admission to an engineering 
school, developing the reading skills that will enable him to keep up 
with his group, or learning to dance so he may have a good time at the 
junior prom, the school should be able to help him. Tbe daily-assign- 
ment method, under the direction of a competent teacher, frequently 
is well adapted to the realization of these specialized outcomes. 

All three methods have their place in the core curriculum. It is apparent 
from the preceding discussion that the core curriculum as it is now 
taking form, may employ not merely one, but rather all three of the 
major teaching methods. In the core program proper the experience 
unit method is most useful, for it makes possible the use of a large 
variety of activities including community surveys, group work, and 
cooperative planning and research by means of which the socializing 
function of secondary education may be realized. Furthermore, It 
makes possible the orientation of the learning activities around the in- 
terests and needs of the pupils. Since all pupils need social development, 
particularly in a democratic society, each pupil is required to be a 
member of a core group. The core program calls for a large block of 
time in the daily schedule when it is organized on the basis of an e 
perience unit, and under such circumstances becomes the most promi- 
nent feature of the total school program. In some instances, as much 
as one-half of the school day is set aside for this purpose. It is natural, 
therefore, that a curriculum that has a core program as its central part 
should be designated as a “core curriculum.” 

The exploratory function of secondary education may be pros 
vided in the core curriculum by means of broad-fields courses which 
are taught by the subject-matter unit method. This method makes it 
possible to direct the attention of all the pupils in a class to a few ma) 
ideas in a conventional area of knowledge. At the same time it is T 
sible to make provisions for some differences in individual needs an 
interests. All pupils may be expected to engage in this form of ex- 
ploratory activity, and in some schools as much as one-fourth of i 
pupil's daily program is budgeted for this purpose. By requiring ? 
Pupils to register for at least one broad-fields course during each MU 
in secondary school, each pupil will be sure to come in contact with à 
majority of the major fields of knowledge before graduation. 
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The modern secondary school is also expected to serve the special 
needs and interests of the pupils. The core curriculum provides for this 
function by means of special courses which the pupil may elect as he 
wishes or is convinced that he needs. These special courses may or may 
not be the conventional subjects of the familiar subject-matter cur- 
riculum. In many instances, however, the instruction will be teacher 
controlled for reasons of economy of time and effort, and may be 
planned on a day-to-day basis in the manner of the daily-assignment 
method. 

The advantages of the core curriculum lie not in the fact that it uti- 
lizes the three methods of instruction, but rather in that it has been 
developed to provide for the complete education of the pupil. This is a 
complex responsibility and it demands a variety of means. The employ- 
ment of the daily-assignment, the subject-matter unit, and the experi- 
ence unit methods is based purely upon the fact that each method can 
make its own peculiar contribution to the development of the indi- 
vidual as that development is understood today. When experience shows 
that other procedures or modifications of these methods will contribute 
toa better type of pupil growth, appropriate adjustment in the meth- 
ods as well as in the curriculum should be made. The core curriculum 
should not be considered as the final answer to the educational prob- 
lems of the world. Rather, it is a means towards an end, to be modi- 
fied or discarded when something better can be put into its place. 


SUMMARY 
The modern secondary school has become such a complex institu- 
tion that it is necessary to divide its many functions into separate as- 
signments, Each teacher, therefore, has a specialized function. within the 
total school program. If the work of the school is to be effective, the 
forts of everyone who has a part in that program must be directed and 
Coordinated. The necessary coordination is achieved by means of such 
familiar administrative and supervisory devices as curricula, courses pt 
a daily activities programs, time schedules, fixed recitation periods, 
Nd testing prog 
May of fig ons administrative progra à 
“sumption that all instruction is to be conducted by the SAM 
ment method. In such cases, the 45- or 60-minute class period is the 
‘me interval on which the time schedule is built. Assignments are cut 


ms were designed on the 
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to the pattern of the class period and all curricular as well as extra- 
curricular activities are regulated by the clock. 

In recent years some educators have projected objectives for sec- 
ondary education that go beyond those which gave rise to the daily- 
assignment method. The rigid administrative devices introduced to 
make teaching by the daily-assignment method more effective have 
hindered the development of procedures to achieve these newer ob- 
jectives. Because of these rigid programs, individual teachers have not 
been free to depart from the accepted teaching patterns without the 
consent of the school as a whole. With this fact in mind, some schools 
have reexamined the existing program with a view to making it more 
flexible. 

One development that has resulted from the reexamination has been 
the lengthening of the class period. Sixty minutes, seventy-five minutes, 
or even longer periods are becoming increasingly more common in 
secondary schools today. A second development has brought about the 
coordination or fusion of subjects into broad fields of knowledge. 
These broad-fields courses may be explored by the subject-matter unit 
method. A third development is indicated by the emergence of the 
core program. Here the subject-matter restrictions imposed by courses 
of study and prescribed curricula are discarded. The class is free e 
deal directly with the interests, concerns, purposes, and needs that arise 
from the experiences of the pupils. Their attack upon such problems 
is guided by the teacher in such a way that the ability to solve prob- 
lems is developed. This is the method that is called the experience 
unit. 

As a result of these developments, there is emerging a form of sec- 
ondary-school organizational and administrative pattern which has as 
its central feature this core program, and which is therefore known E 
the core curriculum. Although as much as one-half of the curricular 
activities may be included in the core program—hence one-half of f» 
instruction is by the experience unit method—due provision is made 
the exploration of the social heritage and for the acquisition of T 
knowledge, skills, and understandings. Broad-fields courses, taught id 
the subject-matter unit method, serve the exploratory needs T 
special instruction, possibly on a daily-assignment basis, may deve X 
the desired forms and degrees of specialization. The emerging pi 
curriculum, thus, may make use of all three methods of teaching, 
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each method serves a unique purpose each of which is necessary for a 
complete, well-rounded, secondary-school education. 
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Chapter 16. THE TEACHER AND: COMPREHENSIVE 
PUPIL APPRAISAL 


Measurement of the educational status of pupils, whether before 
teaching for inventory purposes, during teaching for diagnosis and 
analysis, or after teaching for determination of final status and evalua- 
tion of the school program, is only one of the aspects of pupil meas- 
urement with which teachers should be familiar. Certainly the teacher 
has more direct contact with and responsibility for achievement meas- 
urement than for any other type, but teacher familiarity with and 
ability to participate in other types of measurement are essential in 
modern educational practice. 

The data presented in tabular form below for the use of various 
types of tests by 870 high schools point up the need for such under- 
standings and abilities by secondary-school teachers. Most significant 
appear to be the facts that nearly nine-tenths of the schools use at least 
ae intelligence test, seven-tenths employ at least one standardized 
ichievement test, and one-third use aptitude, interest, and personality 
measures, "That many of the schools have extensive measurement pro- 
stams is shown by the percentages using two, three, or more tests of 
SUE ty pe. Achievement tests were discussed in considerable detail in 
p A 8 11, and 14, while interests and personality po peus 

ttention in Chaps. 11 and 14. The remaining types of measuring 


devices shown in the table—intelligence and aptitude tests—are dealt 
With below, 


INTERPRETATION OF APPRAISAL RESULTS 
Two basic types of understandings seem essential to the teacher a 
Propriate interpretations of data concerning pupils. T he first has to ° 
ith the related questions of individual differences, trait differences, an 
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Taste 3. Percentaces or 870 HicH Scuoors Usine INTELLIGENCE, 
ACHIEVEMENT, AND PERsoNALITY Tests * 


J Standard- | Interest 
Number of tests given P Aptitude E " es 
ment ity 
HNO DG rssicon REPRISES 5 13 7 13 
Ore Ofrece erede 87 34 70 3 
SD WO! OE MOTE. erareco iena 44 20 52 20 
Three or more............. 19 11 37 il 
FOUE OF MOTS eiaa 8 7 28 
Five or more. ............. 3 3 21 2 
SE OFS NTO NMP M er avare «| stesura 16 
Muere e itll, fen E EM 13 
PBI Sie Onmore: a OE | cies gaan aiars, | secs oye 10 
UNG) OLIN OTe ss es erred aureo a's 9 
dis onore d ogus NT COMETE 7 
No answer................ 8 53 23 


“Eugenie A. Leonard and Anthony C. Tucker, The Individual Inventory in 
Guidance Programs in Secondary Schools, Vocational Division Bulletin 215, Occu- 
pational Information and Guidance Series 7, pp. 18-21, U.S. Government Printing 
Office, Washington, D.C., 1941. 
group differences. The second is concerned with the types of derived 
scores and norms in terms of which measurement data are commonly 
reported. 

Individual, trait, and group differences. Differences of three major type 
are significant to the teacher in the teaching and guidance of pupils. 
Of these, individual differences among pupils have received the y id 
attention and are perhaps the most significant. However, trait A 
ences within the individual seem only slightly less important n 
education and guidance. Group differences between grade levels an 
the sexes are also of direct concern to the teacher. : y 

Individual Differences. Mental, physical, educational, social, put 
tional, and other differences are tremendously great among indivi ‘ 
uals. This is true whether the group is relatively heterogencous d 
quite homogeneous in some one major trait. For example, a pu 
children whose ages range from six years to eighteen years will is 
very widely in their heights, but a group of twelve-year-old chi 
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will also differ widely in the height characteristic. It is quite typical, for 
example, to find that the slowest worker in a class requires from two 
and one-half to three times as long to do a certain set of algebraic com- 
putations as does the fastest worker. It is also common experience of 
teachers to find that the fastest pupil completes examinations in from 
one-third to one-half the time used by the slowest worker. When such 
differences, not restricted to speed factors by any means, exist within 
groups relatively homogeneous with respect to educational status, the 
importance of an understanding of individual differences becomes 
apparent. 

Many of the outstandingly important characteristics of human be- 
ings are distributed along a scale or continuum from one extreme to the 
other in such manner that many persons are found near the center and 
decreasing numbers of persons are found as the distance from the cen- 
ter toward cither extreme increases. This phenomenon is commonly 
known as the normal curve and is basic to many educational under- 
standings and interpretations. Group instruction always involves hetero- 
geneity of pupils, for homogeneity is practicable of attainment in only 
one characteristic, or at most two or three characteristics, at a time. 
Pupils who are homogeneous in one characteristic, such as chronologi- 
cal age, vary materially in height, intelligence, social maturity, and other 
Important traits. 

Trait Differences. Different persons grow and develop at dittere 
Tates and attain differing ultimate or adult levels in any characteristics, 
such as height or mental ability. Somewhat similarly, a given individual 
grows and develops at different rates and attains differing ultimate or 
adult levels in his own various characteristics, such as physical height, 
mental age, emotional status, social status, and many others of a more 
highly specific nature. These variations within an individual are known 
as trait differences, 
oa some tendency exists for similar r wee 
Nu of an individual in his various traits, t " puce 
tional] E vi T a ae ur ae teacher needs 
Bus. ed optimum effectiveness in the pae: j f deyelopihtrit o 
és E concerning the individual pupil's leve 

G s important traits. 
en Differences. The most commonly considered s 

* those between the sexes, grade groups, age groups 


different 


ates of growth and de- 


differ- 
racial 
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groups, regions of the country, urban and rural groups, and groups 
with varying amounts of schooling. Of these, the most basically im- 
portant for teacher understanding are probably sex, grade, and age 
differences, although some basic understandings of all such differences 
are desirable in the teacher. 

The following quotation from Stroud illustrates the great differ- 
ences in school achievement between adjacent grade groups: 


A fair appraisal of the various investigations places the number of pupils 
in the various school subjects who equal or exceed the modal achievement 
of the next grade above at almost a third. The percentage that falls at or 
below the modal achievement of the next grade below is only slightly less 
About 10 per cent deviate from the mode by as much as two full grades 
above and two full grades below; and 2 or 3 per cent, by as much as three 
grades. 


A sex difference of consequence, to give one further illustration, is 
that between boys and girls on the quantitative and linguistic factors of 
intelligence. On the average, boys score higher than girls on the quant- 
tative and the situation is reversed on the linguistic scores. 

A generalization of no small meaning, and one sometimes not recog- 
nized, is that group differences, e.g., differences between averages for the 
sexes, are typically far smaller than are differences between the extremes 
within each group separately. For example, the difference in average lin- 
guistic aptitude of boys and girls in a tenth-grade class would be far 
less than that between the two girls or two boys of that class at the 
highest and lowest extremes of linguistic aptitude for their sex. 

Derived scores and norms. A test score in itself has no real meaning: 
This is true even of a percentage mark, to which some teachers pe 
a meaning it does not intrinsically possess. A percentage mark of d 
indicates that 83 per cent of something, probably of the total n 
content, has been done correctly by a pupil, but exactly what A 
means in educational attainment no one can satisfactorily say. If La 
percentage mark of 83 applies to the entire content of a course, s" 3s 
terpretation of meaning is even more tenuous. Similarly, a score 0 ; 
on a test having 129 scoring points means little more than a percent 


: be 
of 83 on a test having 100 scoring points; the one test may merely 


Co. 
* James B. Stroud, Psychology in Education, p. 397, Longmans, Green E 


Inc., New York, 1946. 
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harder than the other. A test score is no more than a numerical ex- 
pression of performance on the part of a pupil, so derived scores and 
norms are the devices by which meaning is given to such raw scores. 
The process is that of establishing comparability, which is discussed in 
Chap. 5 as one of the criteria of a good examination. 

Standardized tests are usually accompanied by tables of norms which 
provide for the conversion of raw scores, or original scores, to some 
meaningful derived score basis. Some derived scores are, therefore, ob- 
tained by the use of tables of norms. Other derived scores, particularly 
those of the quotient type, are sometimes obtained without the use of 
norms. In either case, the derived measure has meaning which did not 
exist in the raw score from which it was obtained. 

Derived Scores Based on Average Performance. Grade equivalents 
and age equivalents are the two types of derived scores which are based 
on some form of average performance, usually the median. In each 
instance, the pupil who has a certain equivalent score, whether it be 
grade or age, is thereby placed at a certain position on a growth lad- 
der for the characteristic measured by the test. 

If a pupil attains a raw score on a reading com 
test norms indicate to have a grade equivalent of 9.7, 
is that of the average pupil who has attended the ninth grade for 7 
months. The raw score is thereby given readily understandable mean- 
ing. If a total score on a standardized test battery is similarly translated 
by the use of grade norms for the entire test, the result is a grade 
equivalent of broader subject meaning. Grade norms are available for 
secondary-school standardized tests only in subject areas commonly 
studied through the high-school years, such as English, social es 
Science, and mathematics, and in which growth is to be expecte 
throughout the pupil’s entire school career. i ; 

Jf the same pupil’s raw score on the reading compe Pol 
i meaning by use of a table of age norms, it ur E um 
d quivalent in reading comprehension 15 15-3. This ag! Ur 
Indicates that he comprehends in reading at the level characteris j 
s Who are fifteen years and three months of age et RUN 
altho p Ma iu ER ence tests. When a 
A. M € age norm is also applicable to in g decus cont 

g test score is converted to an age equiva ent, 


prehension test which 
his reading level 
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monly referred to as a reading age, or RA. When a total score ona 
standardized achievement test battery is converted to an age equivalent, 
the result is known as an educational age, or EA. When a score ob- 
tained from a group test of general intelligence or mental ability is con- 
verted to an age equivalent, the result is known as a mental age, or MA. 

Derived Scores Based on Variability of Performance. 'The percentile 
rank is the derived score of this type which is most commonly used at 
the high-school level, although several other derived scores which will 
not be discussed here are also based on variability of performance. A 
percentile rank of 63 indicates that the pupil who attained it scored 
higher on the test than did 63 per cent of the comparable group of 
pupils used in establishing the test norms. Percentile norm tables provide 
for the conversion of a raw score into the comparable percentile rank, 
and the percentile rank indicates the position of the pupil in relation 
to the scores made by the normative group of pupils of the same grade, 
who have studied the same particular course, such as plane geometry, or 
who have studied the same subject for the same number of semesters, 
as 4 semesters of French. 

Percentile ranks have a range from 1 to 100. A percentile rank of 1 
indicates that the pupil performance is in the lowest 1 per cent, and a 
percentile rank of 100 indicates it is in the highest 1 per cent. Per- 
centile ranks should not be confused with percentage marks, for per- 
centage marks ordinarily concentrate near the top end of a scale rang- 
ing from 0 to 100 and are seldom found below 50 or 60, whereas per- 
centile ranks range evenly from 1 to 100. This becomes apparent when 
it is realized that there are as many pupils in the lowest 1 per cent as 
there are at any other percentile rank. Percentile ranks are most M 
monly used for interpreting results from achievement tests, althoug 
they are sometimes used for intelligence test results with separate norms 
for each grade from 9 to 12. 

Derived Scores Obtained as Quotients. 'The third distinctive gr of 
derived score is that obtained when one age equivalent is divided yi 
another age equivalent. Norm tables are not directly involved in bos 
ing quotient scores. 'The most common types of quotient scores are t 
intelligence quotient and the educational quotient, but two other types 
subject quotients and the achievement quotient, are sometimes ym 
The symbols presented in the above discussion of age equivalents m 
CA for chronological or life age are used in the formulas which fo 
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low. Illustrations can perhaps best be given for a certain pupil of known 
chronological age for whom mental age, educational age, and reading 
age equivalents have been determined from test scores by the use of 
appropriate tables of age norms. 

Computations of four quotients are shown below for a pupil whose 
chronological age (CA) is 15-0, and for whom scores from a general 
intelligence test, a general achievement battery, and a reading test have 
been interpreted by the appropriate age norm tables to disclose that 
his mental age (MA) is 18-0, that his educational age (EA) is 16-6, and 
that his reading age (RA) is 17-3. This pupil would have an intelli- 
gence quotient (1O) of 


MA 18-0 _ 9216 
a 00 00 2° = 120? 
IQ = 1000, = M0 ro 


an educational quotient (EQ) of 


16-6 198 
= = 110 
15-0 ne 180 


EA 
EQ = = 
Q = 100% = 100 


a reading quotient (RQ) of 


_ (o RA = 100 Oe 
RQ = 100 Gy = 100175 = 100 535 


and an achievement quotient (AQ) of 


EA 16-6 198 _ 
AQ = 100 MA = 100 ii = 100 216 = 91.7 or 92 
The IQ of 120 indicates that this pupil is mentally bright for his age. 
The EQ of 110 and RQ of 115 show that he is further advanced edu- 
cationally than is the average pupil of his chronological age, in tet 
his reading level is higher than his general educational level. The AQ 
of 92 indicates that he is at a higher level on the mental growth ladder 
than he is on the educational growth ladder, even though he is more 
advanced both mentally and educationally than is the average pup i with 


a CA of 15-0. 
i es 
The first three quotients are similar in that they relate different typ 
h the first indicates menta 


of growth to : 
: chronological age, althoug' j j 
brightness and the second and ‘hid indicate brightness 1n educational 


3 d ital 

ag 55 the hyphens in age equivalents do not represent dene de a 

a of 18-0 can best be divided by the chronological age of becomes 216 mon 
verted from years and months to months. The MA of 18-0 beco 


ths 
an 
d the CA of 15-0 becomes 180 months, 
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achievement generally and in reading specifically. It is evident that the 
AQ is quite different from the other three quotients, for it differs 
primarily in having mental age, rather than chronological age, as the 
denominator of the fraction. The AQ of 92 indicates that this pupil is 
not achieving educationally up to expectation, for if he were his AQ 
would be 


18-0 _ 409 216 


> 100 
18-0 216 


EA 
AQ = 10 TA = 100 


UNDERSTANDING THE PUPIL 


A teacher should possess extensive knowledge and understanding of 
each individual pupil if he is to contribute most effectively to the pupil's 
development and if he is to participate most meaningfully in the pupil's 
guidance. Although such extensive knowledges and understandings of 
individual children are dependent in large measure upon classroom and 
other contacts, such contacts should serve to enrich rather than to con- 
stitute the entire foundation for such background on the part of the 
teacher. Hence, there is a definite need for the teacher to learn much 
about the individual child before, and during the very early stages of, 
his association with him. The teacher will later have opportunity for 
learning from the pupil as he observes his classroom and other learn- 
ing activities. 

It seems advantageous to consider such knowledges and understand- 
ings of the individual pupil under the major headings of aptitudes, back- 
grounds, and educational status. All that the pupil is at a given moment 
and all that he may become in the future appear to depend upon factors 
appropriately dealt with in these categories. The aptitudes are those 
potentialities for growth and development, primarily mental and ge 
cal, which have determined in part what the child is today and whic 
will also have a large place in determining his future. His backgrounds 
of experience with the physical and social environments in which he 
has lived have also played a large part in determining what he is today 
and have had cumulative effects important in determining his future. 
The child's characteristics at any given time may properly Dé on 
sidered the resultant of his heredity and environment, for what he d 
now depends upon the manner in which his backgrounds, or Ner 
ences contributed to the realization of his aptitudes or potentialities: 
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The relative contribution of heredity and environment is a question 
to which the answer is not greatly important here. Unless a person be- 
lieves in heredity as the sole determiner of the individual's character- 
istics, in which case he could not logically be a teacher, recognition must 
inevitably be given to the environment as a potent factor in individual 
development. The child's heredity in its entirety and his environment in 
part have been determined before he enters high school. The major 
function of the secondary school is to provide an educational environ- 
ment for each pupil which is designed to contribute most effectively to 
his future development in socially desirable ways. Accomplishment of 
this purpose is contingent upon a comprehensive knowledge and under- 
standing by the teacher of individual pupil aptitudes, backgrounds, and 
characteristics. 

Information concerning aptitudes of the pupil. Pupil aptitudes are con- 
sidered here in the general sense of potentialities, although it will be 
seen later that the term is also used in a more specific sense. The apti- 
tudes dealt with are the general intelligence, the group factors of in- 
telligence, and the specific factors of intelligence, all in the area of men- 
tal ability, and the physical aptitudes quite definitely in the area of 
physical ability. 

General Intelligence. General intelligence is most often defined today 
in terms of the individual’s ability to adapt himself to new situations. 
Definitions more often given some years ago than today used the nar- 
Tower concepts of ability to carry on abstract thinking and ability to 
learn, Instruments used to measure this general mental ability are vari- 
ously designated as general intelligence tests, mental ability tests, gen- 
eral ability tests, scholastic aptitude tests, and psychological. d 
tions, Such instruments are of three distinguishable types- individua 
Intelligence scales, group intelligence tests, and performance tests. x 

The most numerous and widely used instruments for the pa 
ment of general intelligence are group tests which can be adminis d 
Simultaneously to a number of persons. Such tests first came into cp 
during the First World War, when the Army Group Intehgen d 
amination Alpha, widely known simply as Army Alpha, was Bene ce 
Used with army inductees for the primary purpose of icd Sa 
dates for officer training. The Army General Classification ‘ » Sec- 
much more widely in various branches of the armed services n 
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ond World War, is the modern counterpart. Many group tests de- 
signed for use with school children have appeared during the last three 
decades. Two such tests will be mentioned and illustrated in the next 
section of this chapter rather than here because they measure not only 
general intelligence but also two important group factors of intelligence. 

Second in importance and widespread use to the group tests of gen- 
eral mental ability are individual intelligence scales. Chronologically the 
oldest of general intelligence measures, these scales were introduced by 
Binet and Simon in 1905 as the first objective measures to be devised in 
this area. These French psychologists published revisions of their in- 
telligence scale in 1908 and 1911, and American adaptations of their 
scale have since appeared under various authorship. The American 
version most widely used today is doubtless the New Revised Stanford- 
Binet Tests of Intelligence, published in its latest edition in 1937. The 
major characteristic distinguishing these individual intelligence scales 
from group intelligence tests lies in the mode of administration. The 
former can be administered to only one person at a time and require an 
expert examiner, whereas the latter can be given to a group of persons 
simultaneously by any teacher who is reasonably skillful in test ad- 
ministration. 

The individual intelligence scale is designed for administration only 
by a trained examiner. Pupil responses to questions asked orally and to 
pictorial materials presented to him are sometimes given verbally and 
are sometimes given with paper and pencil. The exercises, designed B 
the Stanford Revision of tbe Binet-Simon to cover persons ranging in 
age from two to adulthood, are scaled in level of difficulty from very 
easy to very hard. No one pupil is asked to take the entire scale; rather 
the examiner has each person start at the highest level where his suc- 
cess is assured and has him continue to that point on the scale beyond 
Which he cannot succeed. The pupil's mental age is then determined 
by adding the years and months of mental age credit appropriate for 
what he has done on the part of the scale used with him to the yea 
and months of mental age credit assigned to all portions of the scale 
below his starting point. 

The test titles listed below for the portion of the Stanford-Binet Scale. 
Form L, appropriate for ages twelve to adulthood indicate the wide 
variety of abilities tested, the recurrence on several occasions of similar 
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test situations at increasing levels of difficulty, and the general scalar 
arrangement of all exercises from easy to difficult? 


Year XII 
Vocabulary, Verbal Absurdities II, Response to Pictures II, Repeating 
5 Digits Reversed, Abstract Words II, Minkus Completion. 
Year XIII 
Plan of Search, Memory for Words, Paper Cutting I, Problems of 
Fact, Dissected Sentences, Copying a Bead Chain from Memory Il. 
Year XIV 
Vocabulary, Induction, Picture Absurdities III, Ingenuity, Orientation— 
Direction I, Abstract Words II. 
AÀvERAGE ADULT 
Vocabulary, Codes, Differences between Abstract Words, Arithmetical 
Reasoning, Proverbs I, Ingenuity, Memory for Sentences V, Reconcilia- 
tion of Opposites. 
Superior Apvrr I A 
Vocabulary, Enclosed Box Problem, Minkus Completion, Repeating 
6 Digits Reversed, Sentence Building, Essential Similarities. 
Superior Apur II 
Vocabulary, Finding Reasons II, Repeating 8 Digits, Proverbs Il, Recon- 
ciliation of Opposites, Reading "Thought of Passage—V alue of Life. 
Superior Apurr III y 
Vocabulary, Orientation—Direction 1l, Opposite Analogies 
Cutting II, Reasoning, Repeating 9 Digits. 


II, Paper 


ibid approach to the measurement of general intelligence 1s i 
Means of performance tests. Such instruments require nd pet d 
abilities as reading and writing on the part of persons taking them, m 
some of them can be given largely if not solely by pantomime. cH ‘4 
these are pencil-and-paper tests. Others are form-board tests whic " 
quire the manipulation of apparatus and are not unlike jigsaw puzz es. 


; i 
An example of a pencil-and-paper test !5 Army Aue MM 
compan} i First Wor 
panion of Army Alpha, used during the F and of persons literate 


Uring the general intelligence of illiterate pers an in Eng 

Na foreign language but possessing serious language han d Podem 

lish. The accompanying illustrations from one of the sever trace a 

tevisions of Army Beta show items which request am Pid á 
*Lewis M. Terman and Maud A. Merrill, Measuring Intelligence, PP: 110-132, 
Oughton Mifflin Company, Boston, 1937. 
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maze, to discover and mark a discrepancy, and to compare figures or 
numbers. The test can be given largely by pantomime. 


Excerpts rrom Revisep Beta Examination 


Mark the shortest path from each arrow at the left to the 
opposite arrow at the right, but do not cross any of the lines 


Look at each pair of drawings or numbers, and make a mark 
on the dotted line if they are not alike 


Mest aN 


Source: C. E. Kellogg and N. W. Morton, Revised Beta Examination, The 
Psychological Corporation, New York, 1935, 


The Pintner-Paterson “Long” Performance Scale, for which the re- 
quired apparatus is pictured in an accompanying illustration, is reps 
sentative of the manipulatory type of performance test. Instructions are 
usually given by the examiner orally, and the pupil’s success 1s meas 
ured by the time required, the errors made, and other types of evi- 
dence. 


SPECIAL ASPECTS OF METHOD 385 


Tests or Prntner-Paterson “Lone” PERFORMANCE SCALE 


GH STOEUTING CO 


Source: Rudolf Pintner and Donald G. Paterson, Pintner-Paterson Performance 
Seale, Long Form, C. H. Stoelting Co. 


Group Factors of Intelligence. One outcome of the recent attempts 
to determine the nature of general intelligence more exactly is what 
are usually called group factors of intelligence. Although the factor 
analysis procedure used in this attempt is still in relatively early stages 


of development, two group factors of intelligence have received general 


acc . . " 1 i 3 
Cceptance—a linguistic or language factor and a quantitative OT "n 


language factor. One evidence that there are two such distinguishable 
factors is found in the fact that, on the average, girls possess a higher 
degree of linguistic ability than do boys and boys posses a higher de- 
gree of quantitative ability than do girls. 
Several modern tests embody in their part 4 : 
these two group factors of intelligence but also general intelligence. 
The American Council on Education Psychological Examination pro- 
Vides part scores on linguistic and quantitative factors and a total score 
on general intelligence. The accompanying illustration shows sample 
items from the word completion part to represent the linguistic sec- 


nd total scores not only 
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tions of the instrument. The language and nonlanguage part scores and 
total score of the California Test of Mental Maturity similarly distin- 
guish two factors and a total measure of intelligence. A sample from a 
nonlanguage section is shown in an accompanying illustration. 


EXCERPT FROM PSYCHOLOGICAL EXAMINATION FoR Hicu-ScHooL STUDENTS 
COMPLETION 
Think of the word that fits the definition. Then mark 


the first letter of that word on the answer sheet. 


1. The middle of the day. 
G K N R W 


2. A reddening of the cheeks or face, as for shame or modesty. 
A B E G S 


E 


3. Money paid to a woman by her divorced husband. 
A B Cc D 


Source: L. L. Thurstone and Thelma G. Thurstone, American Council on 
Education Psychological Examination for High School Siudents, 1946 ed., Ameri- 
can Council on Education, Washington, D.C., 1946. 


The Chicago Tests of Primary Mental Abilities/^ based on the factor 
analysis work of Thurstone, provide for the measurement of seven 1m- 
tellectual factors designated as primary mental abilities: (a) perceptual 
ability, (b) numerical ability, (c) verbal ability, (d) spatial visualizing 
ability, (e) memory, (f) inductive or generalizing ability, and (g) de- 
ductive or reasoning ability. The length of this battery has resulted in 
its primary use to date for experimental and research purposes rather 
than in practical school measurement. A recently published battery of 
Differential Aptitude Tests,” seemingly designed for more advantageous 
school use, provides part scores for the following intellectual factors: 
(a) verbal reasoning, (b) numerical ability, (c) abstract reasoning; 
(d) space relations, (e) mechanical reasoning, (f) clerical speed and ac- 
curacy, (g) spelling, and (5) sentences. 


“L, L. Thurstone and T. G. Thurstone, Chicago Tests of Primary Mental 
Abilities, Science Research Associates, Chicago, 1943. ical Cor- 

*' George K. Bennett, et al., Differential Aptitude Tests, The Psychologic 
poration, New York, 1947. 
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Excerpt FROM CaLrrogNiA Test or Menrar Marunmv 


Drecrions: In each row find a drawing that is either the same 
drawing or different views of the first drawing. Put an X on 
the line under this drawing and put the number of the draw- 
ing you mark on the line to the right. 


; 3 . Tiegs, California 
Source: Elizabeth T. Sullivan, Willis W. Clark, and Eat pele 1942. 


Test of Mental Maturity, Advanced, California Test Bureau, 
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Specific Intelligence. Tests of specific intelligence or of academic apti- 
tudes apparently originated more than 20 years ago with the publica- 
tion of the aptitude series of the Iowa Placement Examinations These 
and more recently published aptitude tests measure specific intelligence, 
i.e., intelligence as it operates in fields or even in subjects of study or 
performance. The original Iowa Placement Examinations and the later 
revisions of these tests provide aptitude tests for English, mathematics, 
physics, chemistry, and the foreign languages. Other tests now provide 
for aptitude measurement in such professional areas as medical, legal, 
and educational; in such skill areas as mechanical, clerical, and steno- 
graphic; in such fine arts fields as art and music; in such other subject 
fields as science and physical science; and in such specific school sub- 
jects as plane geometry and algebra. The range covered by these meas- 
ures of aptitude or specific intelligence is extremely broad at the pro- 
fessional school and college levels, somewhat more restricted at the 
secondary-school level, and limited to a few readiness tests, the ele- 
mentary-school counterpart of aptitude tests, for the lower grades. 

Physical Aptitudes. Although such physical characteristics as height, 
weight, and many other physical and physiological measures bear neg- 
ligible relationships to mental development and general school success, 
some physical deficiencies and abnormalities of pupils are nevertheless 
important determiners of their success in special subjects and in voraj 
tions. Such different school subjects as physical education and English 
make different demands upon pupils; crippled children must receive spe- 
cial physical education instruction, if any, in the school. Similarly, such 
different vocations as scientist and professional athlete make different 
demands upon persons; a scientist need not possess the physical strength 
and stamina demanded of professional athletes. Tests of physical capac- 
ity and motor ability, cardiovascular tests, posture tests, and physical 
classification tests are useful in obtaining an adequate understanding of 
pupil physical characteristics. 

Information concerning backgrounds of the pupil. Pupil backgrounds are 
important to the teacher in two ways. First, the teacher should be aat 
of the major influence of the individual's environment in determining 
how he will develop and the behavior characteristics he will acquire. 

** G. D. Stoddard, et al., Iowa Placement Examinations, Series A-2, Form M, 


Bureau of Educational Research and Service, State University of Iowa, lowa City, 
Iowa, 1941 and 1942, 
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Such modern schools of psychology as behaviorism, Gestalt, the or- 
ganismic, and the topological emphasize the importance of the environ- 
ment. Second, the teacher should have sufficient information concern- 
ing the pupil's background to facilitate an understanding of what he is 
today and what environmental factors may have contributed most sig- 
nificantly to, or hampered him most seriously in, his development. The 
cumulative record commonly and the case study occasionally are 
sources of some information, but the use of such instruments as the 
Sims Score Card for Socio-Economic Status* and the American Home 
Scale? both of which are filled out by the pupils, affords more informa- 
tion on the social, cultural, and economic status of the home. 
Information concerning educational status of the pupil. 'The resultant of 
heredity and environment, or of biological inheritance and environ- 
mental influences, is found in the characteristics of a pupil at a given 
time. Although it is important to know what factors have operated 
to mold the pupil into the type of person he is today, it is only with 
Tespect to his future experiences that his growth and development may 
now be directed. The educational status of the pupil is here conceived 
to include all of those types of behavior resulting from the interaction 
between the aptitude and environmental factors in his past. : 
Physical Health Characteristics. The physical health of the pupil 
changes from time to time within the framework which his largely 
Ith has much to do 


inherited physical capacities provide. Physical heal S 
] and emotional 


with school and postschool success and with the socia 
adjustment of the pupil, so information concerning à pupil's health is 
Mportant in facilitating an understanding of him and also in pointing 
the Way to desirable remediation or isolation on occasion. 

Pap er-and-pencil tests of health knowledge and health awareness = 
actol only in measuring acquired knowledges. Periodic examinations 
by school physicians and dentists, followed by any recommended n 
diation, and the services of a school nurse add considerably to the iia 
surement program of the school. However, it isa responsibility o 
the teacher to be conversant with the symptoms of common ailments 
ind to be alert at all times for the presence of any such symptoms 1n 


iVe 
Publi 
5 


r ic School 
eter M. Sims, Sims Score Card for Socio-Economic Status, Public 
"ng Company, Bloomington, Il., 1927 ; h 
279 5 J a pi um 
m B RC H. H. Remmers, American Home Scale, Science Re 
OCiates, Chicago, 1942, 
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pupils. Otherwise, optimum learning cannot be obtained with the pupils 
who are ill, and other pupils may be exposed unnecessarily to com- 
municable diseases. 

Mental Health Characteristics. The relationship between mental 
health and largely innate mental abilities is somewhat the same as that 
between physical health and largely inherited physical capacities, al- 
though diagnostic and remedial techniques in the mental health area are 
doubtless in earlier stages of development than are those in the field of 
physical health. Although mind and body are generally accepted today 
as merely different aspects of the whole organism, the two may be dis- 
tinguished at least roughly for educational purposes. 

Mental health is measured most frequently perhaps by adjustment 
inventories of the types discussed briefly in Chap. 14. Services of a 
school psychologist, clinical psychologist, mental hygienist, or psy- 
chiatrist are highly valuable in the diagnosis and remediation of dis- 
orders in mental health. Again, however, the teacher has an important 
place in the measurement program, for his alertness in observing and 
recording or reporting emotional disturbances in pupils may well be the 
means of revealing cases for study by those especially trained for such 
work. The anecdotal record is a device useful in recording such ob- 
servations and over a period of time in establishing definite need for 
special attention to some cases. ) 

Social Adjustment Characteristics. The social adjustment of pupils 
can be studied by either of two quite distinct methods. The first, trate 
briefly in Chap. 14, is by means of the personal report form of per- 
sonality instrument. Norms make possible the determination for each 
pupil of his degree of social adjustment. The second, that of sociom- 
etry, measures social adjustment in terms of dynamic relationships 
among individuals within a group. Fasily subject to use by classroom 
teachers, the sociometric method furnishes less definite but possibly 
more meaningful results. ; 

Although teachers are often aware to some degree of social relation- 
ships within a pupil group, such as a homeroom, the sociometric metho 
will often serve to verify and valuably supplement such impos 
"Typically, each pupil is asked to list the names of the classmates 
would choose first and second in such situations as the folios 
(4) as homeroom president, (5) as best friend, (c) as companion um 
classroom project, or (d) as companion on a picnic. The variety ° 
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such situations dealing with social interrelationships among members 
of a group is great. If first choices are weighted two and second 
choices are weighted one, an index or score may easily be attained 
for each member of the group. The possible range of such scores is from 
zero, for the pupil not chosen by any classmate, to two less than twice 
the number of pupils, for the exceedingly rare if existent pupil given 
as first choice by every one of his classmates. These scores are then 
often divided into fourths—highest, second, third, and lowest quarters. 
In the sociometric method, the results of such a tabulation are graph- 
ically represented in a sociogram. Sociograms in their simple form con- 
sist of four concentric circles, with each of the four enclosed areas 
constituting one-fourth of the total area enclosed. Boys and girls are 
often represented by special numbered or initialed symbols, such as 
triangles and circles, to identify the sex and individual. Straight lines, 
solid and dotted, drawn from figure to figure represent first and second 
choices. The symbols are ordinarily placed with two major ideas in 
mind: (a) to show score values by positions of the symbols within the 
circles, the inner circle for scores in the highest quarter and the remain- 
ing areas from the center outward for scores in the second, third, and 
fourth quarters; and (b) to show clusters of relationships, by plac- 
ing the symbols so that the crossing of connecting lines and their 
lengths are kept to a minimum. Information concerning sex, racial, 
and religious factors in the dynamic social relations of the group and 
concerning preference for and avoidance of certain members of the 
group may be visualized easily from the sociogram, and the uses of 
Such information to the teacher are widely varied. 
_ The accompanying illustration of a sociogram shows the pe 
intergroup and interpersonal relations among the 13 boys and 23 at 
n a fifth-grade class. In this sociogram, boys are shown to the left an 
Bir to the right of the vertical line. The pupils of each sex are di- 
vided by the broken line into two racial groups. Clearly shown is n 
dence Concerning social relations between the two racial groups, 9e- 
tween the sexes, and among the individual members of the ime 
il and Attitudinal Characteristics. It is Mess we 
m E. types, particularly in vocations, undergo & ie ems 
velops and matures and as societal changes oc £ the indi- 
“termined in considerable measure by the environment of t 


vi Je d . resent newly 
dual, Aviation, radio, television, and atomic energy rep 
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developed areas of interest. It is the rare child whose vocational inter- 
ests are determined early in his life, for such interests more typically 
mature during adolescence or even later. General interest measures of 
the type discussed in Chap. 11 and vocational interest measures of the 


SAMPLE Sociocram 


"TP al 
Source: Mary L. Northway and Bruce Quarrington, “Depicting Inter-cultur 
Relations," Sociometry, 9:334-339, November, 1946. 


type discussed in Chap. 14, particularly the latter, should be Ro 
recent in their derivation if they are to be accepted as representing i 
pupil's present status. 

Attitudes are also subject to modification as the outcome of expe 
ences of many types. Attitudes of the American population as a s 
changed markedly on prohibition between the adoption of the Fig E: 
eenth Amendment in 1920 and the adoption of the repealing inc 
first Amendment in 1933. Attitudes of the American people on 4 d 
fism-militarism continuum changed markedly and with ex 
pidity on Dec. 7, 1941, when the Japanese bombed Pearl Harbor. 


ri- 
le 
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Hence, the attitudinal characteristics of pupils, especially where contro- 
versial, present-day issues are involved, cannot safely be inferred from 
use of the types of scales discussed in Chap. 14 several years in the 
past. 

Educational Characteristics. Quite frequent measures of pupil attain- 
ment in the academic areas and subjects of study are desirable, for 
educational growth typically is continuous although not necessarily 
constant in rate. Most useful for this type of measurement are probably 
the standardized achievement tests of the survey type from which the 
results indicate pupil status in terms of age, grade, or percentile norms. 
However, measurement by use of performance tests in skill areas and 
informal objective tests in various subjects is important if steps are 
taken to give results the comparable meaning desirable in this situation. 
Much of the content of Chaps. 8, 11, and 14 is devoted to a quite ex- 
tended treatment of educational measurement. 


TEACHING THE PUPIL 

: Àn integral part of the teaching-learning process as it is envisioned 
in modern schools is evaluation of pupil behavior. Àn interactive. rela- 
tionship exists between teaching and measuring, for a teacher gems in 
his measuring insights through an adequate understanding of pupil be- 
havior and teaching methods, while they in turn are enriched through 
his increased understanding of measuring techniques. Evaluation devices 
and procedures may to some degree be classified by the place they most 
Properly occupy in the teaching process—before teaching, during teach- 
Ing, and after teaching. However, post-teaching measures obtained at 
the end of one school year may well be considered as preteaching 
Measures for the following year. : Ke 

Appraisals preceding teaching. Probably most significant among ; 
measuring instruments useful just prior to or at very early stages ir 
cting a new pupil group are standardized tests of the prognostic an 
ventory types and tests in the basic skills areas. Whereas propuomun 
and inventory tests are treated in Chap. 11 in some detail, and MM 
"Sic skills tests are discussed in a section of Chap. 14, the use of results 
tom such instruments is considered only briefly here: ND 

P Tognostic tests afford evidence useful in such guidance n 
Ministrative problems as course selections by individual pupils d 
“tioning of classes, Inventory tests have a major function of providing 
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evidence of those pupils’ inadequacies in preparation which should re- 
ceive early attention in the instructional process. Basic skills tests pro- 
vide results indicative of pupil work levels in the fundamental skills 
of computing, receiving ideas by means of reading, and expressing 
ideas by means of writing. When results from the use of such specialized 
instruments are combined with those of more general types outlined in 
the section above on understanding the pupil, teachers are enabled to 
approach the classroom teaching situation with confidence in their 
understandings of individual pupils. 

Appraisals during teaching. Among the measuring tools and techniques 
which have greatest significance during the actual teaching of a course 
or course unit are diagnostic and analytic tests, check lists, interviews, 
instructional or practice tests, and the teacher-made informal objective, 
essay, and perhaps even oral tests. The classroom or teacher-made tests 
received detailed treatment in Chap. 8, while instruments of the other 
types entered prominently into the discussion of Chap. 11. 

Diagnostic tests directly, and analytic tests in less definite fashion, 
furnish evidence concerning difficulties of pupils and pupil groups 
useful in planning remedial instruction as needed. Check lists in skill 
performances enable the teacher to determine pupil progress in certam 
laboratory and other skills and also to diagnose and provide remediation 
for pupil deficiencies discovered. Interviews furnish a valuable supple- 
mentary tool in the diagnosis of weaknesses, particularly in skill per- 
formances. Instructional and practice tests are valuable in providing the 
drill and practice often necessary in the attainment of pupil mastery, 
and for individual pupils in the process of remediation. f 

The informal objective test particularly, of the teacher-made instru- 
ments, is valuable in the periodic measurement of pupil progress during 
teaching. Results from such tests may be analyzed by counting correct 
answers to each item and each group of related items as a basis for later 
remediation of class and individual pupil weaknesses. The essay and even 
the oral examinations may well be used as supplementary cis 
testing and teaching devices if they are employed with proper p 
cautions. : he 

Appraisals after teaching. A wider variety of instruments and tec 
niques appears to be suitable for use at or near the conclusion of a pet? 4 
of instruction, such as a school semester or year, than is true of pr 
teaching or during-teaching phases of the entire process. Standardize 
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achievement tests of the survey type, especially those designed for use 
in specific courses, are most appropriately used upon the completion 
of study of a subject. Quality and product scales and measures of such 
tastes and preferences as attitudes, interests, and appreciations are often 
most useful as the school year nears its end, and the profile chart and 
class analysis chart, both based on broad evaluations, appear to have 
much meaning at this point in the teaching process. Measures of ad- 
justment and of such activity-centered outcomes as methods of think- 
ing and social sensitivity are also appropriate in measuring final instruc- 
tional outcomes. Instruments of these types are discussed in Chaps. 11 
and 14 above. 

Appraisals after teaching have at least two major uses, of which 
that involved in the preparation of final student reports is probably the 
less meaningful. The other, to afford a basis for the planning of ex- 
periences for groups of pupils and particularly for individual pupils, 
seems to be more highly significant. If results from standardized survey 
tests and scales are interpreted by means of pupil profiles and class 
analysis charts, if pupil attitudes, interests, appreciations, and adjust- 
ments are surveyed, and if such other less tangible outcomes as ability to 
think and social sensitivity are measured and the results given meaning, 
much of value in the planning of school activities for the next year and 
In the preparation for guidance of the individual pupil will be at hand. 


GUIDING THE PUPIL 

Pupil guidance may be considered in a number of different ways. 
Most broadly, education is guidance, so testing, measuring, and evaluat- 
ng all contribute to pupil guidance because of their significant place 
I the educational process. More narrowly, pupil guidance 1s furnished 
in an educational sense when the school program and classroom ac- 
tivities are adapted to the abilities, interests, and needs of pupils. An- 
other More narrow form of guidance is that involved when an die 
" made to attain for the pupil improved adjustment in his personal a 
Social life, The content of Chaps. 8, 11, and 14 and much of the ru 
Y this chapter deal with guidance in these three senses. Again, pup! 
Elite is furnished in a vocational sense when course NER. 
Made in terms of vocational goals and when the je Mcd 


an 3 
cone sent Characteristics of the pupil are employe 
*unseling, 
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The teacher as tester, measurer, and evaluator therefore has two 
major guidance functions: (a) to contribute directly to pupil guidance 
through his participation in school planning and in the many classroom 
and informal contacts with pupils where assistance and guidance are 
furnished, and (5) to contribute information concerning pupils to the 
guidance director or vocational counselor through record systems 
maintained in the school and through cooperative arrangements be- 
tween the guidance and teaching personnel. Perhaps the teacher may 
be looked upon as a general guide and counselor to the pupil and as a 
contributor to the more technical guidance supplied through the office 
of the guidance director. 

It is intended here to deal briefly with two additional measurement 
tools which have guidance functions. Chap. 17 is concerned with the 
more technical questions of teacher counseling and more in detail with 
the counseling uses of the many evaluative tools presented and dis- 
cussed in this chapter and in Chaps. 8, 11, and 14. The tools to be pre- 
sented and discussed briefly here are the cumulative record and the case 
study. 

Cumulative records. The cumulative record constitutes not only a rec- 
ord of results obtained from the study of a pupil but also a means 
whereby the pupil may be studied. It is definitely an evaluative tool, 
although it is neither a test nor a technique. Its uses desirably extend 
through the entire educational career of the pupil and beyond his school 
career into his postschool life. The purposes of the cumulative record 
listed by Allen ® indicate its usefulness as an evaluative tool. 


l. To secure an over-all picture of the past experiences of each student. 

2. To facilitate the study of exceptionally able and exceptionally handi- 
capped children. 

3. To help a teacher determine the characteristics of a group of students. 

4. To aid in discovering the extent to which students are progressing 
toward the objectives which the school has accepted. 

5. To provide data essential to an adviser when he attempt 
dents in selecting curricular and extracurricular experiences and Y i 
endeavors to promote their social, health, educational, and vocational à 
justment. 


s to aid stu- 
hen he 


ications 
$ Wendell C. Allen, Cumulative Pupil Records, pp. 4-5, Bureau of Publicati 


"Teachers College, Columbia University, New York, 1943. 
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Cumulative records differ widely in the information for which they 
make provision and even more widely in their ways of providing for 
the recording of information. However, there are certain elements 
common to a large majority of cumulative record systems. Leonard 
and Tucker found in a study of the cumulative record systems in 870 
high schools * that the following types of information were provided 
for most frequently: (a) personal data, (b) teachers’ marks, (c) at- 
tendance data, (d) intelligence test scores, (e) parents occupation, 
(f) medical data, (g) extracurricular activities, (b) achievement test 
scores, (i) dental data, (j) counselor's interviews, (&) social, personal- 
ity, and interest ratings, (/) home and family conditions, (m) records of 
out-of-school and nongainful activities, (7) part- or full-time employ- 
ment record, (0) special aptitudes, (p) teachers’ observations and 
anecdotes, and (q) parents’ education. The significance of such informa- 
tion in a form readily available to the teacher is too obvious to warrant 
discussion. i 

Case studies. The attempt is made in a case study to gain such an un- 
derstanding of an individual pupil and his problems as will serve for a 
foundation in working to attain better adjustment for him. Basic pro- 
cedures are essentially similar, although vastly different in scope and 
in demands upon the persons making such a study, in a mild case of 
reading deficiency and in an acutely serious case of personality mal- 
adjustment. The problem in the first type of case is essentially that in- 
volved in diagnosis and remediation of a complex skill deficiency. The 
Problem in the second type of case is representative of the usual broad 
Scope of the case study. Case studies are probably most meaningful in 
Instances where pupils are seriously maladjusted or where they "m 
Si be achieving at a level commensurate with their abilities tor 
achievement, —— : 
e cruciality of certain 
bling of complete and 
f assembling and 
ory. A com: 
s furnish all 


A case study requires as a first step, after th 
“reumstances has made one advisable, the assem 
reliable information about the pupil. This step is. cog 
Organizing the information in what is known as a case Vee 
Mete cumulative record concerning a pupil may sone 
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genie A. Leonard and Anthony C. Tucker, The I e eer 
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information needed for a case history, although it is often necessary to 
supplement cumulative record data by information gained from other 
sources. It may be desirable to interview the pupil’s parents, his teachers, 
and any others who may have significant information to contribute. 
Iv may be desirable to have the pupil take certain tests, and even to 
interview the pupil. 

When case history materials have been assembled and meaningfully 
organized, they should be studied carefully in the light of the pupil's 
problem. A tentative diagnosis should emerge from this study and serve 
as the foundation for a plan of treatment. It is desirable, in completing 
the case study proper, to prepare a written report of the case history, 
the tentative diagnosis, and the plan of treatment, and to submit the 
written report to other members of the school staff for their reactions. 
Revisions in the diagnosis or plan for treatment may be advisable if 
interpretations of others throw new light on the case. 

Although the case study proper may well end with this step, the most 
important outcomes are those which follow. The treatment should be 
applied and its results evaluated over a sufficient period of time to 
permit of an adequate tryout. Modifications and revisions in the treat- 
ment may sometimes be desirable. 


STUDYING THE SCHOOL 

As democratic principles of school administration gain wider ac- 
‘ceptance, teachers more frequently become active participants in the 
evaluation and planning of the school offerings. Evaluation of the school 
program goes beyond pupil evaluation in many ways and Bo 
special techniques, but the point of view that the best measure of schoo 
efficiency is found in its pupil products is generally accepted today. 
Although the pupils and ex-pupils are used in school evaluation a 
tices, the tendency to appraise the school mainly in terms of how pup! 
achievement test scores compare with norms and in terms of the pet 
centage of its graduates who go to college is becoming less prevalent. 
Other and more fundamental criteria of school quality have recently 
been evolved. 

Evaluative techniques. Two approaches to secondary-school evalua- 
tion within the last 15 years are sufficiently important to merit mention, 
although they by no means represent all types of secondary-schoo 
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evaluative techniques. The first is the Cooperative Study of Secondary 
School Standards and the second is the Eight-year Study of the Pro- 
gressive Education Association. 

Cooperative Study of Secondary School Standards. This study of 
how to evaluate a secondary school, a cooperative enterprise sponsored 
by several educational organizations, extended over a period of some 
years prior to 1940. The result is an integrated set of materials recom- 
mended for use by the staff of a school and by a visiting committee of 
educators in evaluating the local school. Such measures of local school 
efficiency as are found in the postschool careers of former pupils and in 
the opinions of pupils and former pupils about the school supplement 
and aid in the evaluations of the school staff and the visiting committee. 
The intent is that a secondary school be studied 


expressly in terms of its own philosophy of education, its individually 
stated purposes and objectives, the nature of the pupils with whom it has 
to deal, the needs of the community it serves, and the nature of the Ameri- 
can democracy of which it is a part? 


Results are given meaning by the use of educational thermometers 
which show the position of the local school in relation to that of other 
schools on nine major characteristics: (a) curriculum and courses of 
study, (b) pupil activity program, (c) library service, d 
service, (e) instruction, (f) outcomes of the educational program 
(8) school staff, (b) school plant, and (i) school administration. 
Eight-year Stud y of Progressive Schools. This comprehensive study 
Of 30 progressive secondary schools was carried on for some years 
Prior to 1942. The entire study involved much which goes far beyond 
the direct province of evaluation, as in the development i i S wd 
to meet broader objectives than were provided for in existing courses 
and in arrangements with collegiate institutions for special 25) 
Procedures to apply for certain pupils used in the study. PAM : : 
Over-al] purpose was that of evaluating the program of the 30 schoo's, 
and the evaluative instruments and tools evolved in the study have con- 
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tributed significantly to the available supply of such instruments and 
to the use of new techniques. 

Results of the evaluative portion of the study having most pertinence 
in pupil evaluation by the teacher were reported by Smith, Tyler, and 
their colleagues. Some of the material in Chap. 14 above was drawn 
from this source. Representative of follow-up studies of former 
secondary-school pupils into their postschool lives is the report by 
Chamberlin and others concerning the college carcers of pupils involved 
in the Eight-year Study." The 30 schools furnished still another type 
of over-all evaluation.” 

Other evaluative studies. As is implied above, evaluative studies often 
assume the proportion and the technicalities of research studies. 
Although the teacher should not be expected to conduct highly techni- 
cal research, for his duties and responsibilities for research are ordinarily 
those of a willing participant upon request, Waples and Tyler discussed 
nontechnical research in the study of classroom problems as a proper 
sphere for the teacher. Many studies properly considered to be 
evaluative deal with classroom problems of sufficiently narrow scope 
to permit of comparable, nontechnical studies by teachers in the solu- 
tion of their problems. 

Various other quite general but extensive evaluative studies are 
worthy of passing mention. They range from evaluation by former 
pupils,* through evaluation in terms of the holding power of i 
school,” to comparisons of pupil performances in different types 
schools.!* 

1 Eugene R. Smith, Ralph W. Tyler, et al., Appraising and Recording Srudent 
Progress, Harper & Brothers, New York, 1942. hers 

H Dean Chamberlin, eż al., Did They Succeed in College? Harper & Brothers, 
New York, 1942. a 

1? Commission on the Relation of Secondary School and College, ee 
Education Association, Thirty Schools Tell Their Story, Harper & Brothers, 
New York, 1943. » Prob- 

* Douglas Waples and Ralph W. Tyler, Research Methods and Teachers’ £T 
lems, The Macmillan Company, New York, 1930. 3 e We 

“University High School Class of 1938, Ohio State University, Ln AL 
Guinea Pigs? Henry Holt and Company, Inc., New York, 1938; and Howa s 
Bell, Youth Tell Their Story, American Council on Education, Washington» 
1938. 

15 Francis T. Spaulding, High School and Life, McGraw-Hill Book Com 
Inc., New York, 1938. f Modern 


18 J, Paul Leonard and Alvin C. Eurich (Eds), An Evaluation € Wayne 
Education, D. Appleton-Century Company, Inc., New York, 1942; and J. 
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EVALUATING THE TEACHER 


Teachers have long been exposed to evaluation by their pupils and 
the pupils’ parents, by the community in general, by the school ad- 
ministration, and by themselves. It is doubtless true that many of the 
resulting evaluations have more often been founded on subjective 
opinion and incomplete objective evidence than on the intrinsic factors 
of quality in a teacher. Tendencies to rate teachers in terms of the 
demands they make of pupils, in terms of their conformance to local 
standards of conduct, and in terms of the scores made by their pupils 
on standardized achievement tests illustrate the arbitrary bases some- 
times used in their evaluation. With proper controls and with appropri- 
ate emphasis, each of these may justifiably be included in teacher evalua- 
tion techniques, but when used casually and unscientifically they may 
be directly harmful to the teacher and indirectly harmful to the school. 

Teachers can obtain evaluations of the degree to which they possess 
certain learnings and understandings deemed important in teachers by 
taking the National Teacher Examinations," which include general tests 
in reasoning ability, English, general culture, professional information, 
Current affairs, and specialized tests in nine secondary-school subject 
areas from which candidates may make appropriate selections. pie 
may also obtain and individually use the How I Teach inventory, 
Which measures understanding of those aspects of child and adolescent 
Psychology a teacher should possess. Results returned by the National 
Committee on Teacher Examinations for the first and scores obtained 
by the teacher himself on the second may be interpreted by the poa of 
"PPfopriate norms in obtaining a rating on these understandings im- 
portant to teachers. 

Case study materials designed for use in teacher education classes ish 
iko subject to use by teachers individually or in small study group: P0 


) ie Black 
self-evaluation are those of Mickey Murphy 19 and of Barrie Black, 
NM f Publi- 
Mightstone, Appraisal of Experimental High School hee à 

Son Teachers College, Columbia University, New York, n 'centers through- 
d Scheduled annually, usually in February, in many examining inations, Prince- 
"t the country by the National Committee on Teacher Exam | 


ton, N 
J. mation; How 1 
di B. Kelly and Keith J. Perkins, Purdue Teachers Examinatio 
my, Educational Test Bureau, Minneapolis, 1942. of Nebraska, 


arren R., Baller, The Case of Mickey Murphy, University 


Lincoln, Neb., 1943 
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Connie Casey, and Sam Smith.” These case studies measure teacher 
understanding of evaluative instruments and techniques, their use in 
diagnosis of pupil maladjustment, and the selection of appropriate 
remedial procedures. 

Pupil ratings of teachers can be obtained by teachers themselves 
through the use of the Bryan-Yntema Rating Scale for the Evaluation 
of Student Reactions," which requests pupils to answer 13 questions 
dealing with teacher practices, or even by the use of an informal 
questionnaire constructed by the teacher himself. It is believed by ex- 
ponents of pupil ratings of teachers that judgments are obtained on 
highly important aspects of teacher-pupil relationships not obtainable 
otherwise. It is, of course, essential that pupils be granted anonymity 
in their responses if unbiased opinions are to be obtained. 


, SUMMARY 


Comprehensive pupil appraisal involves much more than the selection 
and construction of such tests, techniques, and evaluative tools as were 
discussed and illustrated in Chaps. 8, 11, and 14. Those chapters were 
concerned primarily with means of appraising the attainment of ae 
structional outcomes by high-school pupils taught under the daily- 
assignment, the subject-matter unit, and the experience unit methods of 
instruction. 

Two types of understandings are basically important in a teacher who 
can participate effectively in a well-rounded program of pupil evalua- 
tion. The first is concerned with the nature and degree of those dif- 
ferences—individual, trait, and group—which distinguish indie 
from each other, which point up variation within the individual, n? 
Which characterize groups differing in some major respect. The Er 
is concerned with the various types of derived scores by the use o 
Which evaluation results are given meaning. 1 

The child comes to the school with largely predetermined menta 
and physical characteristics of various types. He comes also with an 


: A be 
environmental background of experiences which cannot, of course, 


k, 
2 John E. Horrocks and Maurice E. Troyer, (1) A Study of Barrie RA 


(2) A Study of Connie Casey, and (3) A Study of Sam Smith, Syracuse 
sity Press, Syracuse, N.Y., 1946. 

7: R. C. Bryan and O. Yntema, A Manual on the Evaluation of Studen 
tions in Secondary Schools, Western State Teachers College, Kalamazoo, 
1939. 
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modified. What he is today, and consequently what the teacher has to 
work with, is the resultant of his hereditary and environmental back- 
grounds. The teacher, in order to understand the pupil, should have 
an understanding of his mental and physical aptitudes, his environmental 
background, and his present characteristics. General intelligence and 
aptitude tests, measures of physical aptitudes, and measures of socio- 
economic status contribute largely to this type of understanding. Evalua- 
tive techniques and tools of these types are introduced in this chapter. 

In teaching the pupil, the teacher needs to employ additional tests, 
techniques, and tools of the types dealt with at some length in Chaps. 8, 
ll, and 14. In guiding the pupil, the teacher should often supplement 
information of the above types by that which is found in the cumulative 
records and by that which is evolved from use of the case study. 

The teacher should also be concerned with the evaluation of the 
School program as a whole and with the evaluation of his success as a 
teacher. Various techniques and tools designed for these purposes are 
available for his use. 
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Chapter 17. THE TEACHER AS A COUNSELOR 


Teachers have always been counselors of pupils even though they 
may not have considered themselves such, and may not have performed 
this function well; certainly the effective teacher today and in the future 
must include this activity among his many duties. The question here, 
therefore, is not whether or not the teacher will or can serve as à 
counselor, but how can this function be performed effectively by all 
teachers, 


A DEFINITION OF COUNSELING 

Counseling is a dynamic, personal, and face-to-face relationship be- 

tween two individuals, to which counselees bring their more or less . 
well-defined problems for solution through mutual endeavor. The 
relationship, if proper for counseling success, is dynamic in the sense 
that both the counselor and the counselee experience growth in skills, 
understandings, and attitudes, The very experience of being face to face 
will modify the behavior of each. The relationship is personal i Jr 
“tise that mutual respect, reciprocal consideration, understanding, an 

“pathy constitute the core and set the tone of the relationship. Finally, 
Counseling is most successful when nurtured in face-to-face situations, 
‘uch as found in interviews, conversations, informal contacts, or truly 


i ; 
Mocratic classrooms. 


Y 
THE PURPOSE OF COUNSELING IN THE SCHOOLS OF A DEMOCRAC 
ools of a democracy 
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P the counseling a ance in solving their 
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its solution with mutual consideration for each other. It is a joint quest, 
a cooperative venture. The common goal is that the counselee will be 
able to arrive at a self-determined wise solution. The assistance that is 
given is only in the amount and of the nature necessary to enable the 
counselee to solve his own problems. Pupils cannot learn how to solve 
their own problems if counselors and other adults continue to solve 
them for them; in fact, they become more and more dependent upon 
others for the solution of future problems when they are thus freed of 
the responsibility for self-direction. Just enough help should be given 
so that pupils learn how to attack and solve problems in an intelligent 
manner. When this is done, the solution of one problem will add to the 
ability to solve other problems with less help than before. 

The solution of problems involving changes in human behavior, at- 
titudes, or understandings requires a plan of action. Such plans are most 
likely to be tried or carried out by the pupil if he shares in deciding what 
the plan will be and makes the decision himself to carry it out. If the 
resulting behavior provides maximum extension of the individual's free- 
dom and provides opportunity for self-realization, then the decisions 
which brought about the changes in behavior are called wise decisions. 
If, in addition, due consideration is given to the rights of others and 
common problems are solved cooperatively, the process of problem 
solving in the counseling relationship becomes a truly democratic 
process. 

Except for those cases in which the underlying causes are complex 
and deep-seated, counseling in a totalitarian society demands that the 
counselor dictate the solution of the problem to the counselee and m- 
sists upon blind obedience in carrying out the dictated plan of solution. 
It would not be desirable under dictatorships for pupils to learn how to 
make their own decisions and solve their own problems. Furthermore, 
in an aristocracy, counseling for the masses must be largely prescriptive 
in nature. The opportunity for making self-determined solutions s 
problems is reserved to persons from the higher echelons of the socia 
structure. 

In a democratic society, on the other hand, citizens have not only 
the privilege of making decisions for themselves, but also the responsi- 
bility for doing so, both as individuals and as members of many Sm 
and large groups. 
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THE ROLE OF THE TEACHER-COUNSELOR 


When individuals make decisions they use habits, techniques, attitudes, 
interests, ideals, emotions, and experience. In a democratic society, the 
decisions become increasingly wiser if new facts are added to the 
experiences; the more facts and information, the better. This is not to 
exclude emotions, attitudes, ideals, and interests. The need is for a 
proper balance between intelligence and feeling. 

The teacher in the schools of a democratic society is in a strategic 
position to perform the counseling function involving problems of a 
distributive nature and of overt, immediate behavior. Distributive 
problems are those in which a choice must be made regarding such 
things as courses, schools, vocations, and group activities. One who is 
well informed on sources of reliable information regarding the nature 
and requirements of courses of training, schools, activities, and occupa- 
tions, and who can interpret the meaning of adequate cumulative data 
regarding individual pupils can attain a large degree of success in 
Counseling on problems of this nature. 

Such counseling to be successful presupposes a warm, friendly Ie 
lationship between the teacher and the pupil. It also requires skill on 
the part of the teacher to carry on the process of decision making in 
^ genuinely cooperative manner. The constant goal is that the pupil 
shall make wise decisions for and by himself. 

If the school has the services of guidance specialists, the 
extremely helpful if he furnishes all the information he has cn 
hted about the pupil to the guidance specialist. These guidance i 
Didi meh da e ey ome de pi Deest e 

€ helpful by making adjustments within the classroo kis 
en carry out his plan of action. Et bue bets it 
is quite Es trained counselor in the senodi E will have to per- 
or B a os soar M wo co idance specialists. 

M most counseling functions without the help of guidance spf" 

E teacher in a secondary school understands adolescent behavior, 

as à he 
ind has q knowledge of the abilities and desires of each pupil and of d 
Tesources for h 8 ; » d spiritual development in the school 
itd comm Physical, social, and spi ccess in counseling with 
immediate unity, he can attain considerable T ose frequently in- 
problems of adjustment. These problems 
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volve pupil-teacher, pupil-parent, and pupil-pupil relationships, and 
minor behavior difficulties. 

As a teacher becomes successful in dealing with counseling problems 
of a distributive nature and those involving immediate behavior, he will 
soon find himself confronted with problems of emotional involvement 
which require some therapy and reeducation. If these problems are 
not too deep-seated, the teacher may become fairly effective in han- 
dling them, by either preceding or paralleling the counseling with in- 
service training activities. He could take formal counseling training in 
universities or agencies, read selected materials, and try different 
methods in working with these students on an experimental basis. When 
possible, cases of this level should be referred to a guidance specialist, 
school psychologist, or visiting teacher (psychiatric social worker). 

One very popular method of working with cases of this nature is 
clearly defined and demonstrated in the writings of Carl R: Rogers. 
Dr. Rogers believes there is within each person the ability to solve his 
problems if a counselor can but release him from the emotional obstacles 
which make it difficult for him to solve them. The entire responsibility 
for the solutions is placed on the counselee. The following list of 
counseling steps, adapted by Traxler from Rogers, represents the de- 
velopment of this kind of counseling relationship: 


l. The student asks his counselor for help and states the situation as he 
sees it, , 

2. The counselor and student discuss the situation until the problem 1s 
clearly defined. 

3. The counselor leads the student to talk about the problem at te! 
In the beginning, the individual’s statements about the problem will in all 
probability be negative. That is, he will talk about how difficult the problem 
is or how unendurable the situation, and how thoroughly disgusted he is 
with the whole business. 

4. Instead of criticizing this attitude, the counselor accepts it as nO l 
and logical. He does not show approval, but he avoids creating antagonism 
by trying to force a different attitude at this point. 

5. After the individual has “talked himself out,” the counselor, by mn 
of appropriate suggestions, leads him to begin consideration of the positive 
side of the situation. 1 

6. The counselor accepts the positive suggestions of the individual calmly 
and thoughtfully, and voices approval when the individual seems to be on 
the right track. 


length. 
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7. As the subject talks on the positive side, he begins to develop insight 
and to formulate a plan of action. 

& The counselor allows the individual to do most of the planning, but 
keeping in mind the accumulated information he has about this student, he 
tries to steer him into a course of action consistent with his abilities and 
with the problem at hand. 

9, The individual puts his plan into action, thereby acquiring further 
understanding of the problem. 

10. He develops an integrated and successful program of action, loses his 
need for the counselor, and terminates the guidance relationship as far as it 
applies to this problem.* į 


The steps above are not necessarily serial or mutually exclusive. The 
important element is that the pupil takes positive self-initiated steps 
Which will insure an extension of his own personal freedom and self- 
realization, 

As pupils bring problems which are more deep-seated and complex, 
and as teachers find pupils severely emotionally disturbed, they will 
find an increasing need for skill in recognizing cases which they do Uere 
have the skill or time to handle. A thorough familiarization with agencies 
inthe community which can be of help will enable them to refer cases 
more intelligently. 


COUNSELING IN INDIVIDUAL AND GROUP SITUATIONS 
Counseling as defined here can take place in both individual a 
group situations, When students have problems of a very persona 
nature, and when the considerations involve fine discriminations and 
Vepseated emotional involvement, counseling is mosi effective if 


Performed individually. The counseling relationship 25 presented here 
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the students are emotionally disturbed regarding their outcome on a 
specific examination, a group attack on the problem with a resulting 
plan of action should reduce the emotional involvement to a consider- 
able degree. Psychiatrists and psychologists during The Second World 
War found that counseling in group situations helped soldiers suffering 
from combat fatigue to make more rapid recovery than was possible 
through individual techniques alone. Another example can be taken 
from the field of vocational choice. If it is demonstrated in a group 
that certain members of the group are considering all their strengths 
and weaknesses in connection with the choosing and rejection of cer- 
tain occupations, other members of the group may be motivated to do 
the same thing. Also, in solving problems of classroom behavior, there 
seems to be considerable evidence that role-playing? and feed-back* 
procedures in classroom situations are quite effective in helping students 
grow in the ability to make wise decisions in both school and non- 
school behavior.* 

This is not to state that counseling in group activities will ade- 
quately meet the demands for counseling services in a school. There 
are many kinds of problems, and problems of considerable complexity 
and depth which cannot be solved except when individual counseling 


?In role playing, pupils reenact behavior episodes for the purpose of studying 
their own behavior and learning how to control it. Suppose two pupils want à 
single copy of a book at the same time and the conflict results in physical blows. 
After the teacher resolves the immediate conflict and the emotion has subsided, 
either the pupils involved change roles, or other pupils may play one or both the 
roles, to reenact the conflict from its beginning, recalling as nearly as possible e 
words and actions of the episode. The class then participates in a discussion o 
why the conflict took place. When the motivations and causes of the conflict seem 
to be defined, the entire class offers suggestions as to how the conflict could have 
been avoided by another way of behaving. Then the two pupils are given a 
opportunity to practice the new way of behaving. het 

? The feed-back activity is another technique which can provide opportun 
for pupils to make decisions regarding their own behavior. A rotation plan is co 
whereby pupils are given an opportunity to make observations of the activity 
their classmates for a 15- or 20-minute period of time. At the end of this a 
tion period, the observers “feed back” the behavior of pupils observed by rea "e 
to them a description of their behavior. All of the pupils discuss these den 
tions from the standpoint of profitable use of time, social relationships, e 
factors. The students who have been observed are then given an epp is 
suggest a better way of behaving during future classroom periods. Ope 
also given to their fellow pupils to offer suggestions for improving the be i eh 

* Teachers who are interested in these techniques should contact the Rese 
Center for Group Dynamics, University of Michigan, Ann Arbor, Mich. 
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services are utilized. In so far as possible, individual counseling and 
counseling in and through group activities should be complementary 
to each other. In each instance there must be the type of counseling 
relationship and problem-solving activity which will merit the name 
of counseling. 


SOME TOOLS OF THE TEACHER-COUNSELOR 


At whatever level of counseling the teacher finds himself competent, 
he will become increasingly effective if he learns more and more about 
cach individual pupil and the consequences of the choices which pupils 
as counsclees are likely to make. This information about pupils can be 
secured from cumulative records (which the pupil should help main- 
tain), tests, inventories, autobiographical data, observations, anecdotal 
records, rating scales, behavior descriptions, and interviews with the 
pupils, their peers, parents, teachers, and other professional workers. 

The cumulative record. The beginning teacher is fortunate who secures 
à position in a school that has already developed an adequate system of 
cumulative records for each pupil. In situations of this kind, the teacher 
Vill want to evaluate cooperatively with the other members of the staff 
and administration the kinds of information which are found on the 
Cumulative records, This evaluation should include such questions as: 
(a) Is the information being used to assist students to make wise choices 
and to assist teachers in their classroom teaching? (b) If the information 
found there is not being used, could it be used? (¢) Should each kind 
of information be continued or dropped from the records? (d) Nyiar 
tew kinds of information should be cumulated on the record which is 
hot being recorded now? 

Should the new teacher find himself in a school which does nat 
and no one has taken the initiative 
dispensable tool of 
pal to provide an 
of sucha record. 
decision by the 
Jue to counselors 


P a cumulative record system, s ha 
ting about a discussion of the need for this in 
counseling, he should attempt to motivate the princi 
tty for staff consideration of the development 
E B oeture might be as follows: (a) Op 
and te to what items of information are of s D ^ n ; 
Een to merit permanent recording. (b) é a DE 
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final form agreed upon by all concerned. (e) Continuously evaluating 
and, if necessary, revising the form. 

If all the teachers and administrators want to and are willing to do 
so, the data that are available could be transposed from present records 
to the new cumulative record forms for each pupil in the school. How- 
ever, such a task is a large one and may develop negative attitudes in a 
staff towards the cumulative record system. If there is danger of this 
happening, possibly a better plan would be to start the cumulative 
records with the current incoming group of students. A compromise 
between the two plans is to start the cumulative record system with 
such groups as first-, fourth-, seventh-, and tenth-grade pupils. By 
repeating this for 3 years, the entire student body will have been ac- 
commodated. 

The use of tests, inventories, autobiographical data, observations, 
anecdotal records, rating scales, behavior descriptions, and interviews 
in studying pupils and their development is presented in other chapters 
of this book. Since the interview is also the most important tool of the 
counseling process, it seems appropriate to develop it further here. 

The interview. The counseling interview is a conversation with a pur- 
pose. The pupil comes to talk out his problems. The teacher listens, 
interprets, shares, and helps plan for the future. The teacher's behavior 
will change from interview to interview. He will govern his actions 1n 
relation to what he believes the counselee is thinking or fecling. Often 
the only help needed is that of making available pertinent information. 
Also, problems are sometimes solved without the interviewer saying 2 
word. As the teacher listens, the pupil may objectify and gain insight 
into his worries as he talks. However, some problems require many 
interviews. 

If possible, the teacher should plan his interviews in advance. In- 
terviews tend to be more successful if the pupil wants them. A teacher 
will have to use various devices in securing this attitude. Some have 
arranged for test results to be given individually. Others have held 
group discussions on common problems and proffered individual assist 
ance for those who desired it. As he gains a reputation for rendering 
valuable service to his counselees, they will seek his help. , 

"Teachers should make every effort to hold their interviews in privacy 
and in pleasant surroundings. In many school buildings this presents 2 
difficult problem. In one school the teachers gave up their lounge s 
for certain fixed periods of time. In another school the princip? 
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vacated his office for the use of interviewers during certain periods of 
the day. Personal relationships and confidences are rarely established 
when even a third person is present. 

Furthermore, it is highly desirable that the teacher arrange the 
interviews so that he will not have to appear to be hurried, It is abso- 
lutely essential that the pupil feel that the counselor has sufficient time 
tomake progress on the problem at hand. Even where large numbers of 
students need the service, it is quite likely that a relationship worthy of 
the title of counseling cannot be established when the interview period 
is less than 15 to 20 minutes in length. Many busy counselors seldom 
schedule interviews more frequently than at half-hour periods. 

Finally, unless the interview is a cold interview (that is, the pupil 
comes for help unannounced), the teacher should read all available 
cumulated information before the pupil arrives. As a teacher goes over 
the cumulative record, he should raise such questions as these: 

What are discrepancies in the record? What are the trends? Are 
there sudden and marked changes in achievement, health, or social be- 
havior? Why? What does the student do best? In what area does he do 
the poorest work? Why does he think he wants to become an engineer? 
Is he aware of the science and mathematics hurdles? Do his hobbies 
and other activities indicate genuine interest in the field? When did he 
decide to become an enginesr? How did he happen to choose engineer- 
ing instead of one of the other professions? What do his parents think 
about his choice? Can he afford the training? Is he physically able to 
catty it out? What docs he expect to get from the occupation? What 
evidences are present to indicate that he has a chance to realize his 
Pn? Is his choice on too high a level in the field? Such questions a 
Ei, and many others, must “run through" the teacher's mind. sl 
t 5 impossible for one to predict the content and outcomes 0 ui 
Interview, the teacher will be much more skillful in capitalizing ae A 
Opportunities which present themselves if he has become m pr 
about the student and his probable problems before the actual 1n 
takes place. 

E^ a has proposed a scing E s fo 
the B — bot sue the quality 
View. QUU and as a check for eva int on the line be- 
- The teacher can indicate with a cross the poe Most 
Ween the two extremes where he believes his interview belongs. d the 
experts would ac. essful ones are at the left, an 
agree that the more succ 


interview pro- 
r conducting 
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less successful ones at the right. The beginning interviewer will develop 
a sensitivity to the poor and good features of his interviewing, if he 
applies the rating scale to most of his early interviews. 


ScarE ror RATING INTERVIEWS 


1. What was the setting for the interview? 


Plenty of time scheduled 

Feeling of leisure 

Privacy 

Pleasant lighting, and other provi- 
sions for interviewee’s comfort 


Insufficient time 

People waiting 

People bustling in and out 
Telephone to be answered 
Desk cluttered with work to do 
Glare and other discomforts 


2. What was the appearance and manner of the interviewer? 


Pleasant voice 

Alert and keen 

Good health 

Poise and reasonable self-confidence 
At ease 

Cordial 

Genuine interest in interviewee 


Unpleasant voice 
Fatigued, dull 

Poor health 

Uncertain and insecure 
Ill at ease, bored 
Indifferent 

Patronizing 


3. How did the interviewee respond conversationally during the inter- 


view? 


Talked freely 
Tried to think through the problem 
aloud 


4. How did interviewer encourage the individual to get an understan 
of himself and his relationships? 


Tended only to answer questions or 
refused to answer them 

Uncommunicative ' 

Unwilling to accept his responsibil- 
ity in the interview 

ding 


Successfully 

By repeating his most significant re- 
marks 

By following, in a natural way clues 
the interviewee gave 

By asking questions to clarify certain 
points 

By interpreting the interviewee’s re- 
marks 


Unsuccessfully 


By being completely passive 
By telling interviewee what to do 


By arguing or criticizing 
By probing 


: ; iewee 
By interpreting before interviewe 
was ready for it 
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5. How did the attitude of interviewee change during the interview? 


Interviewee gained new and valuable 
insights and orientation; felt more 
hopeful and more confident in his 
ability to handle the situation; be- 
came increasingly independent of 
the interviewer; had a 

friendly relationship 


more 


Interviewee became increasingly de- 
pendent upon the interviewer; 
took less responsibility for think- 
ing through the situation himself; 
less self-confident; more hopeless; 
more resistant to counselor 


6. What kind of plan resulted from the interview? 


À plan worked out primarily by the 
interviewee—realistic and possible 
of being carried out 


A “ready-made plan,” which the in- 
terviewer imposed upon the stu- 
dent 


7. What was the effect of the interview on subsequent relationship with 


interviewer? 


Student was able to carry out plan; 
came voluntarily to the inter- 


viewer when he needed further 
help 


Facts and information in counseling. One of the skills 
needs is the ability to secure information about the pupi 
d and to interpret this information to the pupil. In v 
ng, for example, the teacher may wish to go far beyon 
tecord and the results of interviews to help a pupil deci 
potentiality in the field of chemistry. A course ma 
Which may be found on the pupil’s cumulative recor 
Many things. The teacher needs to know if the mark represents 
he results of a standardized achievement test in chemis 
composite of the test score, classroom and 
in attitude. The teacher needs to know 
py activities simulated the actual work of the c 

d the course was oriented to vocational moti 
E show a zest for learning chemistry? Did he 

8nments well, or did he perform numerous € 

‘longing to the chemistry club, setting up 4 € 


No favorable change in behavior; 
student avoided coming to the in- 
terviewer again * 


a teacher-counselor 
1 and his prob- 
ocational counsel- 
d the cumulative 
de his vocational 
rk of 97 in chemistry 
d may represent 
s mostly 
try Or if it is a 
laboratory activity, and 
how nearly the class and 
the chemist and how 
‘vations. Did the 


do only the minimum 
xtra activities, such as 
tory at 


hemistry labora 
408-410, Bureau of 


5 
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home, or securing part-time employment in a drugstore or a chemical 
factory? 

The teacher must also be well informed about occupations in the field 
of chemistry or of the sources of information in the field which he and 
the pupil must tap. What characteristics are needed for success in the 
training and on the job? What are the advantages and disadvantages of 
the vocation? Are the opportunities waxing or waning? These and 
many other questions must be answered. 

In the “traditional” school this information must be secured “outside” 
of the regular school activities. In the modern or life-experience school 
the above information becomes a part of the curriculum itself. Some 
"traditional" schools have introduced transitional “potpourri” group 
activities which are frequently misnamed group guidance classes. 
Needed information which is not taught in the "curriculum" is dumped 
into the group guidance periods. Generally included are such topics as 
facts about our school, social skills, citizenship, worthy use of leisure 
time, health, educational, and vocational information. Information of 
this kind should be a part of the regular curriculum and taught by 
teachers. These teachers will need to use films, film slides, books, 
pamphlets, newspapers, magazines, radio, dramatization, trips to places 
of work and institutions, lectures, discussions, tryout experiences, an 
many other teaching methods. 

It is the duty of the teacher-counselor to synthesize all of the ob- 
tainable information about the pupil and about the occupation in such 
manner as to test the validity of the prediction of success in the occupa- 
tion which the pupil is considering. Then the teacher must interpret 
the information to the pupil in the language of the latter in order that 
the pupil may be able to use the information in making the final choice. 


COUNSELING IN RELATION TO INSTRUCTIONAL PROCEDURES 


Consideration may now be given to the opportunities and limitations 
for counseling in the daily-assignment or recitation method, the sub- 
ject-matter unit method, and the experience unit method. The question 
is not whether or not counseling can take place in schools or classrooms 
which use any one of these plans; the question is, rather, “Sw hat are 
the relative opportunities for building meaningful counseling situations 
in each plan?” As these plans are approached, it is well to recall again 
that the purpose of counseling is to assist students to make wise de- 
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cisions, to develop plans of action, to enter into and progress in these 
plans of action in such a manner as to insure growth in the ability to 
carry on such activities unassisted. 

Counseling in the “recitation” school. Since the counseling process takes 
time, one can readily see that the teacher who uses the daily-assignment 
or recitation method will find it extremely difficult to include adequate 
counseling services during his very busy day. Since he had prede- 
termined that the pupils should “cover” a specific number of pages in 
each of the recitation periods of the school year, any interruptions in 
that schedule would naturally tend to create some anxiety and frustra- 
tion on the part of both the teacher and the pupils. It should also be 
remembered that the teacher has worked out the objectives for each 
day's activity and has written them into his daily plan. The teacher also 
makes the assignment, provides the motivations, sets up suitable con- 
ditions for study, estimates the progress of the group, and spends some 
time in relating the subject matter to the personal interests of the pupils. 
If these are accomplished entirely by the teacher, it is obvious that the 
pupils have little opportunity to make decisions on their own. 

Teachers as a group are highly selected and are relatively competent 
adults, It would be excellent if their experience and abilities could be 
sed in helping pupils learn how to make decisions which require plans 
of action. The teacher who uses the recitation plan, and who wishes to 
help pupils learn how to make decisions, can take a few minutes from 
the daily class period to permit the students to suggest objectives. 
The teacher’s comments will assist the pupils in determining d 
not they have made wise choices of objectives. These teachers 2 
ilso use more thought questions than recall questions. This, ae 
contribute towards developing choice-making skill on the part 0 i 
Pupils in that it will give them practice in collecting, evaluating, a7 
oo These teachers will also use a |o ER 
rm p as lectures, committee work, gr ue pro 
OM a others. If the purpose in using orturity to lea 
oo nown to the pupils, they will have an opp 

ch techniques in their own decision making. 

P. Eu recitation provides many ko 

Bios a decisions than when 2a o p i 

could cont nd eie reada rae ae he subject o 
ribute which would be pertinent to the sub) 


Jassroom tech- 
ons, audio- 
techniques 
rn how 


opportunities for 
only to recall in- 
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f discussion. 
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They can decide how they should behave in order that all students can 
make a contribution, and it is quite possible that decisions by the 
group can be made the climax of the socialized recitation period. 

Counseling in the “subject-matter” school. The subject-matter unit 
method provides still more opportunities for teachers to work with 
pupils in developing skill in making wise decisions. Generally, the 
teacher seems to have more time to provide these opportunities. The 
urge to “cover ground” is not as strong as in the daily-assignment or 
recitation method. Even though the objectives of the unit have been 
predetermined by the teacher, opportunities can be provided for pupils 
to make decisions regarding the feasibility of the stated objectives, 
their revision, and possible extension. As in the recitation method, how- 
ever, decisions regarding objectives are likely to be highly controlled 
by the teacher because of the previous work he had spent in preparing 
the unit. 

Opportunities for choice making are present in the selection of ac- 
tivities which are suggested on the guide sheet. The pupil is encouraged 
to discover and choose additional activities which may be of value in 
obtaining the objectives agreed upon. Since pupils are permitted to 
proceed at their own rate of learning, and are given opportunities to 
choose activities which they are capable of accomplishing and which 
challenge them, the environment of the subject-matter plan tends to 
stimulate the student when he makes wise decisions and to bring him 
dissatisfaction when he makes unwise decisions. 

Opportunities for decision making are less limited and could be made 
available in selecting proper integration activities in the culminating 
phase of the subject-matter unit. This tends, however, to become 4 
teacher-dominated choice because of the amount of training and ex- 
perience needed to make these choices. 

Opportunities for self-evaluation are possible in the appraisal of the 
outcome phase of the subject-matter unit. It is during this period that 
the teacher has a genuine opportunity to help students learn how tO 
evaluate their skills, attitudes, and appreciations. The more able the 
student is to make objective and valid evaluations of himself, the more 
able he will be to make wise decisions regarding his future pec 

The whole procedure of the subject-matter method, particularly pe 
pattern known as the Morrison Plan, gives the student practice 1n 
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approaching his own problem solving. These activities will be more 
meaningful if the teacher can assist the pupil in seeing the relation- 
ship between the attack on the problem in a subject-matter unit and 
the attack upon real-life problems. Attack, study, integration, and 
evaluation are common to both. However, it cannot be assumed that 
the pupil's pattern of attack on the subject-matter unit will automati- 
cally transfer to life situations. The carry-over into real-life situations is 
almost negligible unless the teacher points out the similarity of the 
procedures used in the school and in nonschool situations. 

Counseling in the “experience” school. Practice in problem solving that 
will enable students to make wise decisions in real-life situations can 
be implemented most effectively in the experience unit method as 
described in Chaps. 12 and 13. The school which uses the experience 
unit method provides the greatest opportunity for effective counseling 
by the teacher, Counseling to help pupils solve problems is not relegated 
to occasional opportunities or to situations outside the classroom, such 
55 takes place in the usual after-school interview. Opportunities are 
found within the daily ongoing activities of the pupils. Activities are 
chosen for their potentiality to solve immediate problems of pupils. 
Objectives are worked out by the pupils and the teacher. Even evalua- 
tion is on a share basis. One can readily see that the opportunities for 
making choices are ever present. As each pupil or group of pupils at- 
tempts to solve problems of immediate concern, he will have need x 
the counsel of one who is interested, sympathetic, and willing to help 
find satisfactor y answers. All of the activities become a joint TR 
shared venture, The teacher stimulates, encourages, listens, and n e 
help only where it is needed and to the extent that itis needed. ie P 
t n an environment find it much easier to help PE AA 
cm r problems, rather than to insist upon giving erned with real- 
., © Problems. The practice of choice making is conc a 
He sit dividual when he ia X 
ee environment, The school is life; leaving "M ie re 

n of this living. And here, too, is democracy; ine, dis- 
Tot only the opportunity but the responsibility to study, examine, E 
US draw conclusions a d try the conclusions reached rega 
nclusions about, and try 


In ; om their €x- 
8 Whatever problems or concerns that may arise fri 
Petiences, 


uations and continues to serve the in 
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THE FUTURE 


The point of view expressed in this chapter is a transitional one. 
The solution of the many complex problems of student adjustment can- 
not be left to the classroom teacher alone. He must have skilled assist- 
ance. School administrators should work toward providing a full-time, 
well-trained counselor for every 300 pupils or a well-trained teacher- 
counselor for every 150 pupils. The teacher-counselor would serve 
one-half of his time in the classroom. 

Counseling is a complex and highly professional skill. Estimates of 
the minimum training period for the school counselor range from 1 to 
3 years beyond the bachelor's degree. This training should include 
opportunity for internship under the supervision of skilled counselors. 
The quality of the counseling found in a school will be strongly in- 
fluenced by the personality and professional training of those who 
assume the counseling responsibilities, whether these people are admin- 
istrators, teachers, teacher-counselors, or full-time specialists. 


SUMMARY 

The teacher's contacts with his pupils throughout the school day 
and the school year provide numerous opportunities for counseling. 
"These contacts may range from brief, informal conversations dealing 
with casual things to extended and numerous interviews dealing with 
problems that are more deep-seated. An effective teacher can build his 
counseling relationship upon the rapport he has established with his 
pupils in the classroom, laboratory, shop, or playground. His purpose 
in providing counseling opportunities for his pupils is to help them 
make decisions, develop plans of action, and carry them out in such 
manner as to insure the pupils’ growth in the ability of self-direction. 
This growth is most possible in the experience-type school but may 
be developed to a lesser extent in the recitation and the subject-matter 
unit schools. Maximum skill in the ability to make wise decisions 1s 
needed by every adult member of a democratic society. 


SELECTED REFERENCES 
Baxter, Epna D.: An Approach to Guidance, D. Appleton-Century Com- 
pany, Inc., New York, 1946, 
Bream, Warrer V., and Moore, Bruce V.: How to Interview, Harper 
& Brothers, New York, 1941. 


SPECIAL ASPECTS OF METHOD 421 


Cuisnorm, Leste: Guiding Youth in tbe Secondary School, American Book 
Company, New York, 1945. : 

Cox, Punie W. L., and Durr, Jonn Carr: Guidance and the Classroom 
Teacher, Prentice-Hall, Inc., New York, 1942. 

Dartey, Jonn G.: Testing and Counseling in the High School Guidance 
Program, Science Research Associates, Chicago, 1943. 

Davis, Frank G. (Ed.): Pupil Personnel Service, International Textbook 
Company, Scranton, Pa., 1948. 

Dunsmoor, CLARENCE C., and Minter, Leonard M.: Guidance Methods for 
Teachers in Homeroom, Classroom, Core Program, International Text- 
book Company, Scranton, Pa., 1942. 

Erickson, Ciirrorn E. (Ed.): A Basic Text for Guidance Workers, Prentice- 
Hall, Inc., New York, 1947. 

—-, and Harr, Marion C.: Guidance Practices at Work, McGraw-Hill 
Book Company, Inc., New York, 1946. 

Germane, Cuaries E., and Germane, Eprra. H.: Personnel Work in High 
School; A Program for the Guidance of Youth, Silver Burdett Company, 
New York, 1941. 

Hamrin, Sariev A., and Errcxson, Crirror E.: Guidance in the Second- 
ary School, D. Appleton-Century Company, Inc., New York, 1939. 

Jones, ArTHUR J.: Principles of Guidance, 3d ed., McGraw-Hill Book Com- 
pany, Inc., New York, 1945. 

Koos, Leon arp V., and Kerauver, Grayson N.: Guidance in Secondary 
Schools, The Macmillan Company, New York, 1932. i 

Lerevrr, D, W., TurreLL, A. M., and Wertzet, H. J.: Principles and Tech- 
niques of Guidance, The Ronald Press Company, New York, pa 

McKowx, Harry C.: Home Room Guidance, McGraw-Hill Book Com- 
pany, Inc., New York, 1946. 

Mts, Groner E.: Principles and Techniques of Vocat 
McGraw-Hill Book Company, Inc., New York, 1941. 4 
7, ANNA Y.: Guidance and Personnel Services im Education, 
University Press, Ithaca, N.Y., 1944. 

E Cari R.: Counseling and Psychotherapy; 
any, Boston, 1942, "m 

“cH, Gites M., and Secer, Daviw: Minimum Essentials of p spas d 
Inventory in Guidance, U.S. Government Printing Office, Washing 
C., 1940, 

Bui m M., and Roos, Mary M.: Guide 10 G 

nc., New York, 1946. 3 Coun- 
zt Counselors Association, New York: Practical Handbook ar 
?'5 Science Research Associates, Chicago, 194: 


ional Guidance, 


Cornell 


Houghton Mifflin Com- 


uidance, Prentice- 


422 FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


Srrane, Ruta: Educational Guidance, The Macmillan Company, New York, 
1947, 

——: Pupil Personnel and Guidance, The Macmillan Company, New York, 
1940. 

: The Role of the Teacher in Personnel Work, 3d ed., Bureau of Pub- 
lications, Teachers College, Columbia University, New York, 1946. 

Traxter, Artuur E.: Techniques of Guidance, Harper & Brothers, New 
York, 1945. 

Wuutamson, E. G.: How to Counsel Students, McGraw-Hill Book Com- 
pany, Inc., New York, 1939. 

, and Haun, M. E.: Introduction to High School Counseling, McGraw- 

Hill Book Company, Inc., New York, 1940. 


Dept. of Extension 
SERVICE, ny 


CA 
ALCUT TAA] XV 


Chapter 18. THE CONCEPT OF DISCIPLINE 
AS AN ASPECT OF METHOD 


In every teaching situation it is the responsibility of the teacher to 
see to it that conditions prevail in which learning can take place. "This 
is true whether the instruction is conducted by the daily-assignment 
method, the subject-matter unit method, or the experience ‘unit method. 
As the secondary schools relax the strict classroom control, which was 
typica of the traditional daily-assignment method, in favor of the 
freedom of action found in connection with the experience unit 
method, there is the danger that the teacher’s responsibility for main- 


taining satisfactory working conditions may be disregarded or i 


m- 


properly interpreted. Furthermore, pupils accustomed to strict control 
may exceed the bounds of responsible behavior when they find them- 


selves in an atmosphere of freedom. Tea 
pared to establish order and to mainta 
situation if effective learning is to take place. 

The function of providing a situation in 
place is frequently referred to as “discipline. 
follows the discipline problem is examined 
helpful suggestions for developing a suita 
and for maintaining satisfactory control of the classr 


chers must, therefore, be pre- 
in control in any classroom 


which learning can take 
? In the discussion that 
with a view to providing 
ble classroom atmosphere 
oom through the 


democratic approach. 


Importance of discipline. Miss Jones, te 
Seventh grade, was presenting a new u 
had developed a very interesting approac 
appealed strongly to boys and girls at the 
Was having very little success with it. In 


THE BASIS FOR DISCIPLINE 

acher of general science in the 
nit of work to the class. She 
h, one which should have 
seventh-grade level. But she 
the back of the room several 
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pupils were conversing in an undertone, apparently oblivious to the 
presentation by the teacher; near the front, one boy was poking an- 
other with a ruler, causing him to complain and strike back; several 
other pupils were reading, looking through books, or doing other 
assignments; only a few seemed to pay any attention to the teacher. 
In fact, it was difficult to hear the teacher because of the noise and 
confusion. Finally, in desperation, Miss Jones stopped, wrote the ad- 
vance assignment on the blackboard, and asked the pupils to get to 
work on it. 

Miss Jones came to the rear of the room, where the writer sat while 
observing this discouraging scene, and remarked as follows; “I can't 
understand it. I prepare an excellent plan, with an interesting approach. 
I believe I organize the materials well. I come to class all enthused about 
the work we are to do. But I can't keep the attention of the pupils 
long enough even to begin my presentation." 

Miss Jones indeed had a very difficult problem. In college she was 
an excellent student. She was well informed in her subject, had a good 
command of methods of planning and teaching, and put a great deal 
of time in preparation, Yet she was unable to organize and control 
her class sufficiently well to establish those pupil-pupil and pupil-teacher 
relationships which are essential to effective learning. In the language 
of the teacher, she was not able to maintain good discipline. 

The case of Miss Jones is not unique. Beginning teachers, and occas 
sionally experienced ones as well, encounter difficulties in establishing 
a situation in the classroom or elsewhere in the school program that s 
conducive to effective learning. It is important, therefore, to examine 
the problem of school discipline and ascertain what approach the 
teacher should take to establish a situation that is desirable for carry- 
ing on the work of the school. 

Purpose of good discipline. Before one can decide on the approach that 
should be used in establishing the disciplinary situation in the sc 
there must be agreement on the purposes that good discipline 


serve. There are two major purposes. First, the relationships among ` 


pupils and between pupils and teachers should be such that the most 
effective learning situation will pertain; and, second, the well-being 
and safety of the pupils must be adequately protected while they 4r 
under the supervision of the school. 
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The first purpose suggests that the human relationships may vary 
considerably from one learning situation to another, That certainly 
should be true, The relationships desirable in the home economics 
laboratory and the shop may be quite different from those in the 
mathematics class; the examination period may demand different human. 
relationships from a socialized activity; and the citizenship club should 
be different from the glee club, the mathematics class, or the school 
assembly. The subject, the size of the class, the nature of the learning 
activity, the maturity of the pupils, and the experience and skill of 
the teacher—all these have a bearing on the type of relationships be- 
tween pupils and teacher which are most conducive to effective learn- 
ing. The teacher's effectiveness in maintaining satisfactory discipline, 
therefore, will be determined in large part by his skill in developing 
with his pupils the most appropriate disciplinary relationships for the 
particular learning situation concerned. 

The second purpose of good discipline, namely, protecting the 
safety of the pupils, is probably achieved in any situation in school 
when desirable learning conditions have been established, For instance, 
pushing and tripping other pupils, shooting spit wads, placing tacks 
on chairs, and similar pranks typical of the adolescent may cause serious 
injury to some children, Frequently more serious things occur in à 
classroom that is out of control. hier ire 
satisfactory learning situation pertains neit 
nor the inclination 3 engage in activities that endanger the health and 
Safety of their classmates. 

The teacher should be concerned with the safety of the pupils out- 
side as well as within the classroom-in corridors, on - api eer 
in the washrooms, and on the way to and from school. The 

1 : ibility for „conduct in these places 
teacher shares in the responsibi ty pupil itself. He should be 
in the school program, as well as in the classroom ^ 
fully aware of his responsibility and should have “chool deiot 
of methods of obtaining desirable pupil behavior in American ste- 

Discipline and objectives of education. In the trad and teschers in the 
ondary school, the relationships between uk Sests are 
Classroom have been extremely formal and the room. 


Usually arranged in rows with the ial 
Pupils arc not permitted to whisper to their neighbors except by 
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permission, they gain the teacher's attention by raising hands, they 
recite only when called upon by the teacher, and in other ways con- 
duct themselves according to a formal pattern prescribed by the 
teacher. There is little variation from this formal procedure. Further- 
more, this procedure is quite in harmony with the objectives of the 
traditional school. These schools emphasize primarily the accumulation 
of subject matter by the pupil; the study-recite method is employed 
almost to the exclusion of all others; and the teacher makes all the 
decisions concerning the work to be done, the activities to be em- 
ployed, and the conduct to be demanded of every pupil. 

The emphasis in the modern secondary school, however, is changing 
considerably from that of the traditional school. Today, the accumu- 
lation of subject matter has ceased to be the chief purpose of secondary 
education in America. Instead, attention is being directed toward pre- 
paring youth for effective life in a democratic society. Skills and atti- 
tudes in democratic living, not the memorization of facts and the 
accumulation of subject matter, have become the chief goal of the 
secondary school. This provides a much broader aim for education 
than that of the traditional school. For democratic living, there is con- 
cern not only with the growth of the child in subject matter, but also, 
and to a greater extent, with his growth in emotional stability, ability 
to get along with his fellows, skill in cooperative action, qualities of 
character and personality, and leadership ability. Obviously, the ien 
thoritarian approach to discipline, though it may have been appropriate 
in the traditional school, is not adequate in a school which attempts 
to prepare youth for effective self-direction and cooperative action 1 
a democratic society. 

Furthermore, the philosophy as well as the objectives of American 
secondary education has been changing. Today it is thought that the 
child, not the teacher, should be the “center” of the school and its 
program; that pupils learn best by participating in planning and carry- 
ing on the learning activities; that the pupils differ greatly from pue 
another in their backgrounds and abilities for learning; and that pupils 
“learn best by doing.” The relationships of pupils with each other and 
with the teacher are naturally affected by these newer points of view 
concerning education, since the human relationships in school form 
essential part of the learning situation. A formal classroom HO 
may be very appropriate in a teacher-centered school where drill ant 
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memorization are emphasized, but it is not satisfactory if the newer 
points of view in secondary education are to prevail. 

Principles for discipline in the modern school. It is important, therefore, 
to ask: What principles should guide the teacher in establishing an 
effective disciplinary situation in the modern secondary school? What 
should characterize a disciplinary situation that is appropriate as prep- 
aration for democratic living, that recognizes the child as the center 
of the school program, and that implements the concept that pupils 
learn best by participation and doing? The following principles are 
some of the more significant ones that should serve as a basis for dis- 
cipline in a democratic secondary school: 

l. Tbe pupils themselves should understand the purposes and the 
nature of the disciplinary relationships which are most appropriate 
for the various learning situations in which they engage. Such under- 
standing is essential if the school is to provide experiences in demo- 
cratic living. Without it, the school situation is likely to be based on 
authoritarian rather than democratic principles. Furthermore, such 
understanding should lead to better cooperation from the pupils and 
à more pleasant and friendly school atmosphere. 7 

2. The pupils should realize that the responsibility for satisfactory 
disciplinary relationships in school is primarily theirs rather than the 
teacher's. In a satisfactory learning situation pupils have the desire to 
learn. They have objectives in mind, they participate in planning the 
activities that lead toward those objectives, and they engage in those 
activities with some interest and enthusiasm. They should feel that it is 
their responsibility to establish an atmosphere and conditions for n 
that will enable them to engage in the learning activities with effi- 
ciency and effectiveness. A feeling of responsibility for their own 
conduct and skill in self-direction are the very foundation for human 
relationships in a democracy. 

3. The aes should eee in deciding upon the M of the 
buman relationships that are most appropriate for the various learning 
situations. This is in harmony with the current emphasis dd paige ae 
living and with the concept of pupil participation and si A 
*xtent of that participation will, obviously, depend m esl 
of the pupils, their previous experience in gare rs ra 
learning Situations, and the skill and experience of ene te A e 

4. The precise nature of the disciplinary relationships s 
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from one learning situation to another. In the modern secondary school 
there are a variety of learning situations from subject to subject and 
from day to day within classes. The disciplinary conditions appropri- 
ate for one learning situation are inappropriate for another. For ex- 
ample, in an examination period a formal situation dominated largely 
by the teacher may be most conducive to effective learning, while for 
a socialized activity an informal situation with the teacher in the back- 
ground may be more appropriate. 

5. The human relationships in school should be based primarily on 
courtesy and consideration toward others rather than obedience to 
rules and regulations. Growth in these qualities of human relationships 
comes not from obedience to rules, but from experiences that children 
have in showing courtesy and consideration toward others. This does 
not mean that there should be no rules and regulations, but it does 
mean that the emphasis should be on courtesy and cooperation. For 
instance, it would be more appropriate to suggest that pupils refrain 
from whispering and talking because it interferes with the study of 
their classmates, than to make a rule which prohibits whispering and 
imposes a penalty for breaking it. 

6. Efficiency in carrying on learning activities is desirab 
appropriate in the democratic approach toward discipline. This prin- 
ciple is significant because of the tendency of certain teachers to over- 
emphasize freedom in establishing the new type of discipline. Some 
teachers carry this to the point where they have anarchy, not democ- 
racy, in the classroom. It is entirely appropriate, for instance, for the 
teacher and the class to develop orderly practices for performing 
certain routine activities, such as taking attendance, collecting and 
returning papers, and checking equipment and supplies. The demo- 
cratic disciplinary situation should make adequate provision for carry" 
ing on an efficient learning situation. 

7. The teacher ultimately must be responsible for the 
pupils under his supervision. That is as true in a democrati 
in an authoritarian school. But there is a difference. In the au 
school, the teacher assumes responsibility with no thought o 1 
ting pupils to share in it. In the democratic school, the teacher e 
the pupils to assume responsibility for discipline. It is this leaders" P 
with pupils which is the teacher’s major responsibility in establishing 
and maintaining good discipline. 


le and 


conduct of 
c school as 
thoritarian 
f permit- 
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THE PROBLEM OF GROUP DISCIPLINE 


Introduction. In the previous section of this chapter some attention was 
given to the principles that should serve as a basis for developing and 
maintaining favorable conditions for learning in school. The teacher 
should understand thoroughly the meaning and implications of these 
principles. He must also, however, have some idea of how they may 
be implemented in practical school situations. 

For discussion ‘purposes discipline situations may be classified as 
follows: (a) situations which involve a considerable number of pupils 
working together as a group, such as a club, a class, or an assembly, 
and (5) situations which involve only individual pupils. In either type 
of situation the teacher should take a preventive approach toward 
discipline problems. That is, be should try to establish such an effective 
working relationship with his pupils that serious disciplinary situations 
will not arise. This point of view is basic to the suggestions that will 
be given for the teacher as he approaches his responsibility for group 
and individual discipline. : 

The teacher's personality and discipline. The most important factor in 
working effectively with secondary-school pupils is, no doubt, the 
personality of the teacher. This does not mean, as some educators 
believe, that there are those who can discipline and those who cannot 
~in other words, that skill in working effectively with pupils e largely 
a matter of congenital qualities which may be influenced little, A it 
all, by education and experience. The fact is that much can be one 
to shape the teacher’s personality so as to improve his ERE ^ 
Working with secondary-school youth. The personal qualities ‘which 
have a bearing on this subject include the following: » 

1. The teachers appearance. Matters of dress, style, EM He 
grooming are important in establishing the teacher ered is i e 
Ship with his pupils. This is true for the man teacher ^ w its 
woman teacher. Pupils notice the color of the teacher's in : : 
crease in his trousers, the cut of his hair, and his personal ^ Ma ne ` 
Personal appearance has an influence on the emm tO aed his 
mands the respect of his pupils—and that in TUE discipline 
leadership in establishing and maintaining good group ae dibus 

2. Tbe teacbers voice. It is not only the natural qe id rtant. 
teacher’s voice but the manner in which he uses it which is important. 
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The writer once observed a teacher who pitched his voice high as if 
he were shouting to a multitude—yet ordinarily there were not more 
than 30 pupils in his class. The pupils were worn out and irritated 
after listening to him for an entire period. If the teacher's voice is kept 
down so that it is soft and pleasing, it will be more conducive to 
developing a favorable group learning situation. 

3. The teacher's interest in children. In a panel discussion by high- 
school pupils on the subject, “What kind of teachers do we like?” 
the writer heard one pupil remark: “We like teachers who are inter- 
ested in what we do. We like them to come to our parties, our games, 
and our other activities." Such an interest must, of course, be sincere, 
or the pupils will soon detect the subterfuge. But certainly the teacher 
who has this genuine interest in his pupils will have less difficulty 
with discipline. 

4. The teacber's disposition. Some teachers are pleasant, not easily 
disturbed, and seldom driven to anger regardless of the annoying 
things that may arise in school. Teachers with those qualities will 
find it easier to maintain effective working relationships with pupils. 
The teacher's disposition can be modified and controlled by those who 
sce its importance and make an effort to do so. For instance, rest and 
relaxation outside school hours and during vacation periods may conie 
tribute materially to a better disposition in the teacher's relations with 
pupils. 

5. The teacher's decisiveness. Some teachers find it difficult to make 
decisions in matters of pupil conduct. This is a serious quality indeed 
in meeting discipline problems. Pupils quickly sense the teacher's in- 
decisiveness and react unfavorably to it. Teachers should develop 
decisiveness in their relations with pupils on matters of conduct. 

There are other personality qualities, of course, that have a bearing 
on the teacher's ability to work effectively with secondary-school 
youth. The above have been mentioned particularly because they can 
be more readily shaped and developed than some of the others. — 

Teaching plans and group discipline. The second important factor 1n 
establishing and maintaining effective group discipline is the thorough- 
ness, care, and originality with which the teacher prepares his teaching 
plans. If pupils are busy at a task which to them is interesting an 
worth while, they will not have the inclination or the time to engage 
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in activities that interfere with the learning situation. With respect to 
the preparation of teaching plans, the following may be helpful: 


1. The teacher should have a well-prepared unit plan and a daily plan 
written out and available as a guide in class, 

2. The teacher should find activities which make the unit and the daily 
lessons of interest to the pupils. 

3. The teacher should gain the enthusiastic cooperation of pupils by 
having them participate in the preparation of the unit and in the choice and 
planning of the learning activities. 

4. The teacher should have reference books, study materials, work mate- 
tials, maps, chalk, and other materials available and organized for use before 
the pupils arrive. 

5. The teacher should give careful attention to the arrangements for 
demonstrations, audio-visual presentations, field trips, and socialized activi- 
ties, so that these may proceed with efficiency from the beginning of the 
class period. 


Establishing a favorable classroom atmosphere. Classroom "atmosphere" 
is difficult to define. But it is known that in some classrooms the situ- 
- ation is such that pupils do not think of engaging in antisocial conduct, 

While in others they find difficulty in conducting themselves in a 
Courteous and cooperative manner, Classroom atmosphere, therefore, 
is a third important factor in developing and maintaining satisfactory 
group discipline. 

The room itself is a significant clement of classroom eee 
Some aspects of classroom construction and arrangement are bey 
the control of the teacher, such as acoustical material on n 
proper lighting, furniture that is silent and well constructed, — 
floors, adequate provision for ventilation, and size of rn said 
thing in the arrangement and construction of the room 
reduce noise and confusion is conducive to an atmosphere — 
for study. Where the room conditions are not satisfactory, rM 

“Mendation of the teacher sometimes may lead to acres in 
Will improve the situation. The teacher should ah ia 
- presenting such recommendations to the principal and superintendent 

There are many things, however, that influence bea , atmosphere 

Which are subject to the teacher's control. The following suggestions 


May be helpful in improving these classroom factors: 


432 FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


l. Tbe teacher sbould be sure tbat tbe furniture is in good condi- 
tion. For instance, loose screws and bolts cause squeaky chairs and 
desks. The teacher should locate defects in the furniture and equip- 
ment and bring them to the attention of the janitor. 

2. The teacher should study the arrangement of the furniture in 
relation to classroom atmosphere and as it may bear on pupil conduet, 
For instance, movable furniture should ngt only be arranged so that 
it is appropriate for the learning situation, but it should also present a 
neat and orderly appearance; it should provide adequate space for pupils 
to work and to pass from one part of the room to another; and it should 
reduce the amount of movement that is necessary to obtain reference 
books, use the pencil sharpener, and other items of equipment and 
learning materials. 

3. The teacher should give careful attention to lighting and venti- 
lation from time to time throughout the day. Frequently a teacher 
will adjust window shades in the morning, but leave them in the same 
position all day, Shades need to be adjusted and lights checked period 
by period as the position of the sun changes. The air in the room 
also needs to be changed frequently, or else it will become stale, In 
moderate weather, the windows can be kept open. In cold weather, 
a good plan is to open windows when classes change. This provides a 
change of air every period. Proper lighting and ventilation will con- 
tribute to better discipline by providing more favorable conditions for 
study and learning. s 

4. The teacher should give attention to the neatness and orderliness 
of the room. The arrangement of the teacher’s desk, bookshelves, cup- 
boards, blackboards, and bulletin boards are important in developing 
good atmosphere. Frequently, a room will be neatly arranged at the 
beginning of the day, but after a period or two the blackboards, cd 
shelves, and floors have become disarranged. The teacher should realize 
that every time a class enters his room it is the beginning of the day 
for that class in that room. Consequently, he should have the room 
neatly arranged each period. A good plan is to take the last 
minutes of each class to clean the blackboards, arrange book 
straighten chairs or desks, and clear the floor of paper. 

5. The teacher himself is an important factor in classroom atmos- 
phere. His manner in the classroom, his relations with pupils, ? 
attitudes of courtesy and friendliness influence the study à 


shelves, 
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of the room. Recently, the writer observed a teacher who wore hand 
heels that clicked sharply as she walked around the room. To make 
matters worse, she walked a great deal. Obviously, the noise interfered 
seriously with the study atmosphere that should have existed, The 
way in which the teacher walks around, the loudness of his voice as 
he helps pupils, and similar things contribute to or interfere with the 
study atmosphere, r 

Organizing classroom routine. It has already been suggested thar ef- 
ficiency in classroom procedures contributes to a more favorable 
learning situation, and therefore to more satisfactory group discipline. 
Routine matters in classroom organization and have a 
direct bearing on the efficient usc of the class period, These routines 
include such matters as taking pyra and "€ 

bers, opening and cl the period, checking out reference 
Eu a supplied vds matters are not efficiently organized, it 
may lead to confusion, waste of time, - A on the pt 
of the pupils, Group discipline problems frequently wa e 
The eot "edd a classroom routine is, therefore, a fourth 
factor in group discipline. sell — 

From the standpoint of group discip! most important 
the class period LE the first few minutes and the last few minutes. 
The teacher should make every effort to begin the period promptly 
and in such a way as to gain the interest and cooperation of the pupils 
for the work at hand. The first few minutes may determine bee 
atmosphere for the entire period. Pupils should take their seats 
organize their materials for work upon entering the room. The — 
should immediately gain the attention of the pupils and present 
objective for the period. Above all, the work of the class nw al 
promptly. If pupils are slow in entering the room and in m [m a 
it may help to have the teacher at the door and — candy’ bel 
Soon as most of the pupils have entered, even though dut they 
has not rung. A good policy is to have the claw underasnd e» bug 
Should be ready for work as the tardy bell rings—and 


fully planned and carried out efficiency and dispatch. Pupils 
should continue to work until it is suggested k^ 
time to prepare for the closing of the period. The collection of books 
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and working materials should be made according to a well- 
plan, the room should be arranged in order, and the pupils 
remain until the teacher has indicated that they may leave. 
appear to be undue regimentation. It need not be so. Properly mi 
aged, the closing of the period should give the pupils a last f 
impression as they leave the room. 

The teacher should develop, with the cooperation of the cla 
efficient and orderly plan for collecting and distributing. pape 
materials, and equipment and supplies needed for the learning a cti 
For instance, a common plan for passing out papers is to have 
arranged by rows in the order in which pupils are seated. T 
then be returned quietly and rapidly by passing them down 
Likewise, papers may be collected by having pupils pass them t 
rows to the front row, and then having the teacher recei > h 
there. 

Pupils may be of considerable help in passing out and 
reference and working materials. It is best to have certain pupi 
nated to help according to an efficiently organized plan. Ref 
books and equipment should be returned to bookshelves and cup 
at the end of the period, neatly arranged, and checked to be 
are all returned. The importance of checking reference bo 
equipment each period cannot be overemphasized. The writer ree 
one beginning teacher of mechanical drawing who lost several 
dollars’ worth of drawing instruments his first year of teaching 

_ of failure to check equipment each period. Teachers are usually 
responsible for equipment and books that are lost. Pupils may 
this checking to avoid the necessity of having the teacher d 
much class time to it. 

The checking of attendance should also be managed in such à ' 
that it does not take too much time. The policy of some tea 
call the class roll, one name at a time, is time consuming and i 
establish an appropriate study atmosphere. A better plan is k 
those pupils absent whose seats are vacant. This may be done b 
teacher or by a pupil assistant. 

There are many other items of classroom routine for which 
and orderly procedures should be developed. These vary from sl 
to subject and class to class. They should be studied carefully b! 
teacher and the best possible procedures should be developed 


T 
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efficient management of classroom routine is a significant step toward 
preventing serious problems of group discipline, 

Maintaining leadership in the class, From the standpoint of satisfactory 
group discipline, it is important that the teacher establish and maintain 
himself as the leader in any group of pupils. "This leadership should be 
based, not on fear, but on mutual confidence, respect, understanding, 
and friendship. The establishment of such leadership by the teacher 
may be considered a fifth factor in developing and maintaining satis- 
factory group discipline, 

The teacher's personality, which has already been discussed, is an 
important quality in leadership. The teacher with an aggressive, attrac- 
tive, and friendly personality can more readily establish those relation- 
ships with pupils that provide the basis for democratic leadership, 
Other qualities which are important in establishing the teacher as a 
leader are command of his subject and thoroughness and resourceful- 
ness in planning his work. These qualities have also received some 
attention elsewhere in this chapter. 

In addition to these qualities, there are some specific things which 
may be of help in establishing and maintaining the teacher as a leader 
in a class of pupils. It should be understood that leadership is some- 
thing which, once established, is retained only if an effort is made 
continually to retain it. "That is, the teacher may do things every time 
he meets his class which will maintain his prestige among them. These 
things include the following: 

E The teacher, may bi at the door as pupils enter at the begin- 
ning of the period and as they leave at the end. It was previously 
suggested that, from the standpoint of group discipline, the beginning 
and the end of the period are of utmost importance, Standing at the 
door gives the teacher an opportunity to make pupils aware of his 
presence during the crucial moments in the class period. He may greet 
them with a friendly smile, and as the occasion iro make « 
appropriate comment to individual pupils which evidences an interest 
in their affairs. Furthermore, pupils are more likely to be cooperative 
if they, as individuals, have had a brief friendly contact with the 
teacher as they enter the room. 

2. The he should be as courteous to tbe pupils as they ue 
expected to be in return. Recently the writer heard a child complain 


about a teacher who lectured pupils on courtesy but failed to ot 
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the specific suggestions that she gave. This is much too common 
among teachers, especially beginning teachers. No doubt, it stems from 
the thinking that children should show courtesy and respect toward 
their elders. The elders should first display the same courtesy to chil- 
dren—in little things and in big things. The teacher's position of leader- 
ship will be quickly jeopardized if he loses the confidence and respect 
of his pupils. 

3. Tbe teacher should stand when be is in charge of tbe class. For 
experienced teachers this is not so important, but it is very helpful for 
the beginning teacher, especially in a large class. This is not necessary, 
of course, when pupils are studying or are themselves in charge of 
the class activities. 

4, The teacher may better sit in the rear of the room when pupils 
are in charge of the class or when they are studying. When pupils 
are in charge of the class activities, the teacher should temporarily re- 
linquish his position of leadership to them by retiring to the side of 
the room. When pupils are studying, it is likewise best if the teacher 
retires to the background where pupils will not feel that they are 
“being watched.” The basis for democratic leadership is lost if pupils 
feel that the teacher is a policeman. y 

Suggestions for improving group discipline. Up to this point, the discus- 
sion of group discipline has been concerned primarily with sugget- 
tions for developing such pupil-pupil and pupil-teacher relationships 
that group discipline problems will not arise. That is, of course, 
ideal approach to discipline problems. There may be times, however, 
when the teacher is not successful in establishing or maintaining those 
human relationships in the classroom that are appropriate for an effec- 
tive learning situation. When that happens, some measures may have 
to be taken to improve the situation. on 

The traditional way of dealing with undesirable conduct 1s to inflict 
punishment. However, in a school program that emphasizes p 
tion for democratic living, such an approach is an admission of fai 
on the part of the teacher. This does not mean that punishment be 
never be used. But it does mean that resort to punishment shoul 
made only after every constructive approach has been explo in 
found ineffective. The following suggestions arc believed to be 
harmony with the democratic approach to group discipline: D 

1. The teacher should examine carefully bis organization of rout 
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matters, preparation of teaching plans, and relationships with pupils, 
to ascertain if possible the reason for any unsatisfactory disciplinary 
situation. In other words, he should ask, “What am 1 doing or failing 
to do which may be responsible for this problem?” The 
given carlier in this chapter may be a source of help in making this 
analysis. Frequently, some change in classroom practice will lead to 
considerable improvement in the disciplinary situation. 

2. The teacher should solicit the help of the principal or supervisor 
before the situation becomes serious, This suggestion is particularly 
appropriate for the beginning teacher, There are usually some early 
indications of difficulty which are recognized by experienced teachers, 
among them the following: (a) If pupils are slow in coming into the 
room and in getting ready for work, (^) if pupils converse too freely 
with their neighbors in a way that interferes with learning, (e) if pupils 
Speak up in discussion without being recognized or while others are 
speaking, (d) if pupils find too many inadequate reasons for walking 
about the room, and (e) if pupils are slow in following the sugges 
tions of the teacher with respect to conduct. When there is such 
looseness in the conduct of the pupils, the principal may be able to 

ive specific suggestions for improvement, 

4 3. The ia should have a talk with the group regarding the 
situation. If group discipline is to be democratic, it must be based on 
an understanding by everyone concerned of his responsibility for de- 
veloping a satisfactory learning situation. The pupils themselves vill 
profit most from satisfactory conditions for learning-and will lose 
Most when those conditions do not pertain, A frank discussion with 
the class of the need for satisfactory discipline and suggestions = 
achieving it may do much to gain cooperation in improving 
Situation. 

4. The teacher should ascertain which pupils may be the more 
serious problems and attempt to gain their cooperation in developing 
an effective learning situation. Usually there are a few Scene 
Who are the key to the problem in a group discipline situation. " 
is true especially in the early stages of the problem. If the teacher 

pecially f did 
able to locate these troublemakers carly enough and appeal to 
90 as to gain their cooperation, it may relieve the group pne 
m devices to improve tbe group 

5. The teacher may develop certain if they 

discipline situation. Such devices are likely to be effective only 
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are clearly related to the cooperation that pupils need to give if the 
learning activity is to continue. For instance, a teacher may just wait 
before proceeding with a class activity until the pupils give their 
attention. He may wait for several minutes without saying a word. 
The pupils know, of course, that work cannot be done if the class is 
noisy or fails to give its attention. If the class is not completely out 
of control, the pupils may eventually quiet down. 

Another device which teachers sometimes use when pupils fail to be 
cooperative in a learning activity is to give a test. For instance, if a 
class is slow in giving its attention at the beginning of the period, the 
teacher may give a 5-minute drill quiz. If the class becomes unco- 
operative during a discussion activity, the teacher may say, "Since we 
cannot carry on the discussion in a courteous manner, we will write 
the answers to the discussion questions and count it as a test." Pupils 
generally accept the practice of being quiet during a test. Furthermore, 
it is an implementation of the idea, “The work must be done. If we 
can’t do it courteously one way, we will do it another way.” Pupils 
usually prefer not to have tests. It should be emphasized that devices 
such as these should not be employed so long as other approaches are 
effective. But beginning teachers—and experienced ones, too—frequently 
exhaust other approaches to the improvement of group discipline with- 
out success. Only then should devices such as these be employed. 

Punishment of the group. Punishment is a negative approach to the 
problem of discipline, whether it be employed with an individual pupil 
or with a group. It is far more appropriate in the authoritarian than in 
the democratic school. Furthermore, it is difficult to employ punish- 
ment with a group because there will always be individual pupils who 
have cooperated in every way. lt is difficult, if not impossible, To 
impose group penalties without inflicting an injustice on such pupils 

Then too, punishment places the teacher rather than the pupils 
the spot." If the teacher asks the entire class to remain after m 
there is always the possibility that some of them won't do it. If E y 
one or two pupils fail to appear, the situation may not prove too a j 
cult. But suppose that a considerable number do not report? W n 
should the teacher do then? There is always the possibility of suc 
a reaction when group punishment is employed. 

The case against group punishment as a means of improv 
pline is indeed a strong one. Even so, there may be occasio 


ing disci- 
ns when 
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such action is justified. The following suggestions should help the 
teacher in administering group punishment if it becomes necessary: 


1, Employ group punishment only when every other approach to im- 
proving the situation is likely to be ineffective or has been exhausted. 

2. Be sure that the group as a whole is involved in the misdemeanor before 
group punishment is used, 

3. Be sure that the punishment will not lead to other complications. 
Keeping a class after school may interfere with bus schedules in schools 
where pupils are transported, with after-school activities, and with after- 
school jobs, 

4. Be sure that the punishment is reasonable and that it is of a kind that 
may lead to the improvement of the situation. 

5. Consult the principal or supervisor for his advice before employing 
group punishment. This suggestion is intended especially for the inex- 
perienced teacher. 


THE PROBLEM OF INDIVIDUAL DISCIPLINE 

Introduction. There is close relationship and similarity between group 
and individual discipline problems, For instance, individual pupils are 
far more likely to be cooperative, courteous, and willing to conduct 
themselves in a manner that is conducive to effective learning if the 
group disciplinary situation is wholesome. Furthermore, some X = 
approaches to developing satisfactory working relationships wit - 
group are equally effective in developing wholesome a iratis 
School on the part of individual pupils. There are certain pi : ^ 
however, which may be helpful in reaching individual pupils and en 
ing their cooperation which have not been discussed earlier in 


chapter. 
; y iral ld 
Know the individual pupil. As with group discipline, the compel ee 
take the preventive approach toward individual discipline pr 5 


The first step is to become thoroughly acquainted gi v iopen 
Pupils in one's classes—their interests, abilities, Moi, ee 
pation, intelligence quotients, previous Ta and. 
tional stability, personality development, and schoo ci P hel 
The teacher should also have some understan ding - cad after- 
backgrounds of his pupils—their home and family R ia in such com 
School employment, vacation activities, and pA Y.M.CA, 
munity activities as Boy Scouts, Girl Scouts, EEEN Ar 
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and church organizations. This understanding of the characteristics of 
individual pupils is essential if the teacher is to establish effective work- 
ing relationships with them. : 

There are various ways for obtaining this information about indi- 
vidual pupils. The records in the principal's office are one source, giving 
such information as previous achievement, intelligence quotients, and 
extracurricular participation. The pupil’s homeroom teacher should be 
able to give information concerning the personality and emotional 
qualities of pupils, their citizenship records, and home backgrounds. 
Much information can be obtained directly from the pupils themselves 
through questionnaires and interviews. Whatever the source of infor- 
mation, it is important from the standpoint of discipline that the 
teacher become well acquainted with his pupils early in the year. The 
information in the office is, of course, available when school opens. 
Conferences with the homeroom teachers, the pupils themselves, and 
with parents should be held as early as possible to obtain further in- 
formation about the pupils. : 

Conferences with pupils and parents. One of the most effective ways 
of establishing a satisfactory working relationship with individual 
pupils is to have conferences with them to get acquainted early in 
the year. Only through such personal contact with pupils can the 
teacher establish a satisfactory basis for friendship and understanding. 
'The personal conference gives pupil and teacher a chance to get 
acquainted, to find common interests, and to become friends. Teachers 
frequently have conferences with individual pupils after they have 
had some difficulty—that is, after a disciplinary situation has arisen. 
By that time, there may be a strained relationship between them 
which makes a personal conference more difficult. For preventive 
discipline, the personal conference with all pupils early in the year 
and before situations requiring disciplinary action have arisen can be 
very effective. l 

In a large school, it may be difficult for the teacher to have persons 
conferences with all his pupils. He may have 150 or more pupils in 


; ENTE er 
his classes, and perhaps some others in his homeroom, club, and oth 
nferences to 


extracurricular activities. One suggestion is to limit the co 
y be poten- 


those pupils who, on the basis of their previous records, ma ^ 
tial discipline problems. There is some objection, however, E ii- 
conferences if pupils suspect that they are being held primarily 
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disciplinary purposes. For that reason it would be unwise to limit them 
to sclected pupils. A second plan, and perhaps a better one, is for the 
teacher to have conferences with those pupils with whom he has had 
no previous contact. In small and medium-sized schools this procedure 
would reduce materially the number of teacher-pupil conferences that 
would be necessary early in the year. For the teacher new in the school 
this plan would obviously not be appropriate. A third suggestion is to 
have conferences first with pupils in those groups where disciplinary 
problems are most likely to occur—but to have them with all pupils 
in those groups. Whatever the plan, the teacher should have such per- 
sonal conferences early in the year if it is at all possible to arrange 
them. 

Visits to the pupil’s home and conferences with his parents are as 
helpful as the individual teacher-pupil conferences in establishing good 
working relations. Like the conferences with pupils, these visits should 
be arranged with the parents of all pupils rather than limiting them to 
the homes of those who are likely to be problems. The visit to the 
home may help to establish a friendly relationship with the pupil's 
parents and lead to mutual understanding between teacher, parent, 
and pupil. In large communities there will, of course, be difficulties 
in home visitation. The teacher should, however, employ this pro- 
cedure when it is possible to do so. a) ^ 

Employing information about pupils. Up to this point, it has been urge 
that the teacher become thoroughly familiar with the mature and 
characteristics of the individual pupils under his supervision as a step 
toward relieving any individual discipline problems that pci ni 
A word should be said about the use that may be made of this infor- 
mation. The most obvious suggestion, of course, 18 to Use this "E 
tion to locate those pupils who are potential discipline pue kan 
whose relationships with teachers in previous years have "il naga 
factory are the first ones to study. Although these pup! msy s 

i ; her, a thoroughgoing analysis of their 
problems this year for every teacher, 8 Ur. sorshins with them 
backgrounds may be helpful in establishing relationships 
that will prevent an unsatisfactory situation. gees problems 

There are other ways of locating poten Todos insta- 
Previous difficulty with school work, evidence of Imi 
bility, and unsatisfactory home backgrounds rs s roblems. The 
maladjustment in school—and in turn to discipline P 
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teacher should exhaust every resource to assist pupils with such 
backgrounds to adjust to school. That is the most effective approach 
toward relieving individual discipline problems. 

Effective planning and teaching on the part of the teacher is another 
direct step toward preventing discipline problems. That is fully as 
true with individual as with group problems. The background of in- 
formation about individual pupils which the teacher acquires should 
be helpful for individualizing the work of the school so as to meet the 
needs, abilities, and interests of all the pupils. Suggestions for individ- 
ualizing instruction effectively are given elsewhere in this book. At 
this point it should be sufficient to suggest that the teacher who suc- 
ceeds in planning and teaching so as to mect the needs, interests, and 
abilities of each individual child should have little concern with dis- 
cipline. 

Working with individual problem cases. As has been suggested, the best 
approach to individual discipline problems is the preventive one—that 
is, to develop such a satisfactory learning situation that individual pupils 
will cooperate courteously and enthusiastically with the teacher and 
their fellow pupils. Few teachers have the skill, however, to achieve that 
ideal. In spite of all that we may do, there will be some pupils whose 
conduct will at times be unsatisfactory in terms of the learning situa- 
tion. The teacher must have some plans for meeting such problems. 

There are some educators who believe that the serious disciplinary 
problems among individual pupils are the result of maladjustment m 
the part of the child. Such maladjustment may be due to the child's 
home and out-of-school backgrounds, to lack of emotional stability, to 
personality conflicts, or to lack of ability to do the work required HA 
school. For instance, the extremely nervous child may find it dif- 
ficult to sit still much of the day; the child who has been repressed at 
home for years may eventually rebel against authority; and the child 
who consistently fails in school may develop a decided distaste for 
school and all it stands for. It seems desirable, therefore, to take apos" 
tive approach to improve the relationships of individual pupils with 
their fellows and with the teacher. The following suggestions may be 
helpful: 
the child- 


1. Review carefully all the information you can find out about the ' 
telligences 


his home, success in school, emotional and personality record, in 
and interests, 
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2. On the basis of this information try to ascertain the reason for the 
child's antisocial attitudes and actions, 

3. Have a conference with the child in which you discuss with him 
frankly his responsibility to the class, the teacher, and himself, This should 
not be a scolding. Rather, it should be a discussion to gain a better under- 
standing of the child and his attitude toward school and to arrive at sugges- 
tions for improving his conduct. 

4. If the teacher’s conference with the child does not provide a basis for 
an immediate solution, solicit the aid of the school counselor, homeroom 
teacher, psychologist, nurse, principal, or other specialist. The teacher 
should continue to be primarily responsible for helping the child, but he 
should seek help from these specialists in understanding the child and in 
seeking a solution for his problems. , 43 

5. Consult the child's parents, if you are not successful in arriving at a 
solution at school, Solicit their cooperation and suggestions for improving 
the child’s behavior. y . 

6. Resort to punishment only after every effort at a positive solution has 
failed. Furthermore, it should be recognized that a resort to punishment is, 
in a sense, a failure on the part of the teacher in the use of more desirable 


approaches. 


Punishment as a means of improving individual discipline. It has already 
e means for improving 


been suggested that punishment is not a desirabl nen 
individual discipline ee Even so, there will be A" cem 
lems for which the teacher may consider punishment the cies te 
approach. The nature of the punishment may vary considere s. fter 
mon devices for the less serious problems are e na A 
school, giving them additional work, scolding them, an E i 
of certain privileges. If more severe punishment sa PRE al, the 
should be administered only after consultation with the eget is 
counselor, the pupil’s homeroom teacher, or $0 ipli ae 
responsible for assisting teachers with discipline p ^ abd. ib 
Corporal punishment in any form should el x frowned upon, 
the teacher. In most communities corporal punishment : inm Some 
and in many it is prohibited by board of education e preicibe d 
States prohibit corporal punishment by ides nya ico by the 
conditions. Furthermore, corporal punishment a : 


4. 85:8 led to achieve. If 
teacher may well defeat the very purpose It RETE referred to the 
such severe measures are demanded, the case 


principal. 
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Since punishment is occasionally resorted to in dealing with indi. 
vidual discipline cases, it seems appropriate to offer some suggestions 
concerning it. The following may be helpful: 


1. The child should recognize that the punishment is justified, otherwise 
it will not be very effective. Its value rests largely in its psychological effect 
on the child. 

2. Punishment should be administered in private. Even a scolding publicly 
administered loses its effectivefless because the child is likely to be a martyr 
in the eyes of his classmates. This is true even though the pupils as a group 
recognize the justice of punishment. 

3. The punishment should always be reasonable. Furthermore, it is best 
if it is concurred in by the pupil. 

4. The punishment should not interfere with other school activities en- 
gaged in by the pupil. For instance, the teacher has no right to impose pun- 
ishment which will interfere with the pupil's participation in music organiza- 
tions, athletics, or clubs. Only the faculty sponsor of those activities or the 
principal should impose punishment which interferes with those activities. 

5. The punishment should not be continued over a long period of time. 

6. Once the punishment has been administered, the teacher’s relations 
with the child should become as friendly as possible, giving him the feeling 
that previous misconduct will be forgotten. 

7. No form of punishment should be used repeatedly, or else it will lose 
its effectiveness. Pupils may become accustomed to punishment much like 
anything else. t 

8, Punishment should be administered only on the assumption that it will 
help improve the child’s behavior toward the teacher and his classmates. It 
must be used as one means of contributing to the total educational growth 
of the individual child concerned. It has no other justification. Frequently, 
a scolding or some other punishment finds expression for the annoyance, oF 
even anger, of the teacher with little thought as to its probable effect upon 
the child’s behavior. 


SUMMARY 

The problem of discipline in school is essentially a problem in bumis 
relationships. As such it is a difficult problem indeed. For the beginning 
teacher, skill in avoiding or relieving disciplinary situations will be an 
important factor in his success. Even for the experienced teacher it con- 
tinues at times to be a problem. In summarizing this discussion on dn 
cipline the following points of view deserve particular en 
(a) The democratic approach to discipline is emphasized more tO y 
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than the authoritarian approach. (5) A preventive approach should be 
taken toward discipline, with the teacher providing democratic leader- 
ship in establishing a learning situation that encourages courtesy, friend- 
liness, and sincere cooperation on the part of the pupils. (c) If disci- 
pline problems should arise, a constructive approach is likely to be more 
effective than a hasty resort to punishment. 
LJ 
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Chapter 19. THE TEACHER USES AUDIO-VISUAL AIDS 


In Part II, three general methods of teaching were identified and 
discussed, All three deal with materials of instruction and the communi- 
cation of ideas. Although these three differ with respect to the educa- 
tional outcomes that are sought, each makes use of the following types 
of activities and techniques: 


1. Giving the pupils a general overview of an area of study before de- 
tailed assignments are made. 

2. Teaching a specific fact, skill, or understanding. 

3. Exploring on a wider scale an area already studied. : 

4. Providing drill on specific facts, skills, or understandings previously 
taught. 

5. Reviewing materials previously studied. 

6. Motivating a new assignment or unit of study. 

7. Providing supplementary information. ; 

8. Integrating that which has been learned in 


Audio-visual aids are devices that help the ee s anro 
things quickly and effectively. As such they are not identi 


i led in each method when- 
or that method, but are aids to be used as need As ^ z 
eve 2 j to the achievement of the ou comes ES ugh 
r they can contribute 4 k M í 


"I i ! y to 
The present chapter, therefore, is devoted primero ttention to the 


z ith some a 
the several ai mmonly available, with som 
several aids now co y in which they are to be 


merits and limitations of each. The manner ! here be left to the dis- 
used, as such use may bear upon method, must 


cretion of the teacher. 


isolation, 


WHAT ARE AUDIO-VISUAL dl Bm. HM 
Almost everyone i tbook 
notebook, maps, crayons, iei. A UA ia dough 


these thought. of as audio-visu: jals and equipment 
incorrectly, reserved for the host of new materia 
447 : 
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which has appeared within the past generation, particularly the mate- 
rials and equipment used in the projection of pictures or associated with 
the radio industry. 

Educational interest in the audio-visual aids has been aroused by the 
overwhelming evidence of their power to inform, to change individual 
and group behavior, and to influence the development of attitudes and 
opinions. The commercial development of the radio and motion pic- 
tures has placed vastly improved tools in the hands of the schools and 
other educational agencies to broaden the horizons of man, These two 
instruments alone have enabled man to transcend the limitations of the 
unaided human voice and the printed page and thereby to reach vast 
audiences instantly and simultaneously. Today the radio, motion pic- 
tures, and television may be man's most promising tools for combating 
ignorance and indifference. To inform, to induce changes in individual 
and group behavior, and to develop desirable attitudes are means to the 
larger educational ends. To do these efficiently and effectively is the 
teacher's responsibility and challenge. Properly used, audio-visual aids 
can help achieve these ends more quickly and effectively than most 
other techniques and devices. 

In this chapter the following audio-visual aids will be described and 
the broad principles of their use discussed. 


ilmstrips 
3, 2" x 2" and 3” X 4” slides 
4. Flat pictures and opaque projection 
pictures 


Many more aids could be listed. With the exception of television, how 
ever, the shove are the aids most commonly used in secondary scii 
today and are, therefore, the ones with which the beginning reachet 
should become familiar.’ val 
* For a more detailed of these and other aids, consult Edgat 
Audio-Visual Methods sn Tonine, The Dryden Pres, lac. New York, "n. 
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VISUAL AIDS 
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useful aid. Its chief advantages lie in its ability to portray procos in 
action and events in their natural sequence. A surprisingly vau bady of 


educationally significant events, processes, and objects have been fe 
forded which can aid young people to understand the pen well m 


Caught on the sound track or other form of recording, the imrwctonal 
Setting they provide can be most realistic and vivid. Here there are m 
barricrs of words with their many shades of meaning. The dorem 
Toom minimizes distracting influences, The motion on the screen dires 


the motion picture, 

Since pa pictures synthesize and frequemly condeme — 
tion, they serve remarkably well ph pa coin de 
some instances, however, the nature picture 
area to be studied is such that orientation should be provided i 
other way. In such cases, the picture might better be wad per didar 
Or an integrating activity, Some pictures pas ee m 
a an introduction or as a summary ofa a when 
Ment, pupil needs, and the availability ditemi 
Land in what manner a particular motion pk desear 

The need for special equipment and à dm fas 
poses the question of where the motion Pr i preferon v equi 
Schools have provided a special projection -= vT——— 
ping cach classroom with the necewary iencebsd peer onm 
fquipment. However, there is wrong. pu k commer 
Support the showing in the clnaroom whenever wach matum i 
| discipline and other prejudicial miode piima pepade so he pre 
induced when it is necemary to mere igo 


jection room. 
To use motion pictures effectively, the 


With several pieces of equipment. He met 
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equipment, whether it is of the sound or silent type, and whether it uses 
8-mm., 16-mm., or 35-mm. film. 

Sixteen millimeter with sound (16-mm. sound) is the film size most 
frequently used for classroom instruction, although there are many 
silent films of this size available. Thirty-five millimeter silent (35-mm.) 
or with sound (35-mm. sound) films are usually used in theaters and 
large auditoriums and are of a nature suited to these larger audiences. 
Many have instructional value, but their cost is usually prohibitive for 
classroom use. Some have been reduced to the 16-mm. size for classroom 
use. Eight millimeter (8-mm.) films are usually made and used by the 
amateur. This is the popular size for the home type of equipment and 
usually is without sound. Very little professionally made film is avail- 
able in the 8-mm. size. Frequently, however, the amateur may have 
pictures of trips or of local events that have instructional valuc. 

The motion-picture projector has a high-powered projection lamp 
and a lens for focusing the picture on the screen. Most 16-mm. pro- 
jectors have both sound and silent film speeds, that is, films of either 
type may be shown with the same projector. The soud on the film is 
made audible by an amplifier through a loud-speaker, either built into 
the projector or mounted in a separate case. The volume of the sound 
is controlled by a special volume control and the tone quality by a 
tone control much as in a modern radio. Since projectors vary greatly 
as to the manner in which the film is threaded through the mechanism 
and as to the focus and sound controls, the teacher should make special 
arrangements to become familiar with the particular type of equip- 
ment that is available in his school before he plans to use it in an 1n- 
structional situation. 

Instructional motion pictures may be purchased from a producer or 
distributor, or rented on a short period loan seldom exceeding 3 days. 
Film libraries from which teachers may rent films at a nominal cost 
frequently are maintained by state departments of education, state Uni- 
versities, and some of the larger private universities and teachers’ col- 
leges. A few industries now have films describing their processes and 
services which may be borrowed without charge except for trans- 
portation. Many of the larger school systems have found it desirable to 
build up their own film libraries. It is seldom, however, that the teacher 
or even the school can keep films on hand for use whenever the occa- 
sion is opportune. In almost every instance it is necessary to arrange 
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days in advance for the loan of a particular film or even for the use 
of the projection equipment. This lack of flexibility is one of the major 
disadvantages of motion pictures as instructional aids. 

Available films are now catalogued like books. Most public libraries 
and many school libraries now keep these up-to-date catalogues on their 
reference shelves. Educational Film Guide, for example, lists over 3,000 
instructional motion pictures, their rental price, the film center from 
which they may be secured, and other pertinent information. The 
Guide is published periodically to keep the listings up-to-date. Some 
film centers publish their own catalogue which will be sent to the 
teacher without charge on request. 

The Filmstrip. The filmstrip is a more compact and, in many respects, 
a more convenient form of the older “Jantern slide” type of visual aid. 
The filmstrip is a series of still pictures mounted on one continuous 
strip of film which may be projected frame by frame. This affords all 
the advantages of a projected still picture. The class may view a par- 
ticular picture long enough for each pupil to grasp all the significant 
details. The teacher may discuss the pictures or play a recorded lecture 
especially prepared to accompany that series of pictures. E 

The filmstrip projector usually weighs less than 10 pounds, is inex- 


pensive, and easy to operate. Some of the more modern ones can be 
ed room. These features make it par- 


used satisfactorily in a semidarken 
Furthermore, filmstrips can 


ticularly satisfactory for classroom use. no pia 
be made by the amateur photographer with the familiar 35-mm. camera, 
thereby enabling the teacher or members of the class to prepare "d 
structional materials particularly suited to local needs, ee 
prepared filmstrips may be secured on either a purchase or pon a 
from the film centers and producers which stock notior pietur i 
Unlike motion pictures, however, the average filmstrip ux joe 
more than a library book. It is possible, therefore, to ee sper 
frequently used titles on hand for immediate eie er 

arises. The motion-picture catalogues usually also v. oe - 

It may be desirable to call specia on to the rec s 


] attenti : 

ip ti ; the sound is on à 
that may accompany certain filmstrip titles. Generally the per vro 
16-inch record or wax disc which turns at transcription sp 


ing ause of 
than at the speed of the conventional phonograph Se ah 
its size and speed it cannot be played on the standard p g 


i any, New York. 
2 Educational Film Guide, The H. W. Wilson Company 
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"Therefore, accompanying sound can be used only when a special pro- 
jector is used which has the pickup, amplifier, and loud-speaker built in; 
or when a transcription record-player is available. Since many schools 
are now purchasing transcription record-playing equipment to enable 
them to use radio recordings, it is not generally advisable for schools to 
purchase filmstrip projectors with built-in sound equipment. 

The filmstrip can be used for many of the same purposes that motion 
pictures are used. They are particularly useful in supplying specific 
information, providing special drill, and for reviewing previously stud- 
ied materials. The low cost, flexibility, and convenience of the film- 
strip suggest that its popularity will increase greatly in the years imme- 
diately ahead. 

Slides. The 2" x2" and 3" x 4" Slides. Slides are still pictures 
mounted individually in cardboard holders or between two pieces of 
glass. Like all still pictures they have the advantages of clarity of de- 
tail, ample viewing time, and size of the image. All of these are impor- 
tant for classroom use. Since the pictures are individually mounted, 
they can be shown in any sequence that is desired, although they are 
usually available in sets and come arranged in a recommended sequence. 

The 2" x 2" slide is the least expensive colored still picture for pro- 
jection available today. The amateur photographer who uses a 35-mm. 
camera almost invariably has his color films returned to him by the 
commercial processor as 2" x 2” slides in cardboard mounts. Since the 
projector required for this size slide is inexpensive and easy to operate, 
it follows that this is a most popular aid for the teacher who wishes to 
prepare his own visual instructional materials. For these same reasons, 
namely, expense and convenience, the 2” x 2” slide is one of the few 
projected visual aids which can be used by the pupils themselves. How- 
ever, slides that are to be used in this manner should be given the pro- 
tection of glass covers. Sets of 2" x 2" slides may be purchased or 
rented from commercial producers and film centers. p 

The 3” x 4” slide is perhaps the oldest of the projected visual aids. 
Because of their size they are usually mounted between glass covers and 
are for that reason more bulky and more easily damaged. Also, they cost 
more to buy or rent. Their chief advantage lies in the fact that the 
projectors are inexpensive and can be used in a semidarkened class- 
room, even though they use only a 500-watt lamp. A major reason is 
their continued popularity is the ease which which teachers and pups 


uu TEN 
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can prepare their own slides. Words or drawings may be put on clear 
cellophane, mounted between a pair of 3” x 4" cover glasses and pro- 
jected on the screen in a matter of a few minutes. No photographic 
process is involved, Etched glass or a plastic-base material may be sub- 
stituted for the cellophane thereby eliminating the need for glass covers. 
Ordinary pencils may be used in preparing slides, although more star- 
tling effects are produced when special colored pencils or paints are 
used. Because of the size of the working area the 3” x 4" slide is better 
suited for the preparation of nonphotographic, homemade materials 
than the 2” x2” slide. 

Opaque Projection. This is still another method for presenting still 
pictures to a group. This type of equipment can be used to project 
almost any type of printed materials whether in black and white or in 


colors. Pictures, diagrams, maps, music, or the printed word, whether 


it appears in a book, magazine, or on some other suitable flat surface, 
hort notice. Even samples 


can be shown on a classroom-size screen on s 
of cloth or scientific specimens, such as a butterfly, can be shown to a 
class without sacrificing color or structural detail. Because of these ob- 
vious advantages it is most unfortunate that the opaque projector can- 
not be used with satisfaction in a room that is not totally dark. This fact 
alone excludes it from most classrooms. Also, the area that 3 be m 
jected with most present equipment cannot be larger than 6" xX E = 
is amazing, though, how many large pictures have their Pos " E 
terest and all pertinent detail located within a 6 X 6" area. d n rg : 
materials can be moved around thereby permitting the projection 3 
one section at a time. Perhaps future improvements may yet make the 


opaque projector one of the most popular pieces of visual aids equip- 


ment for school use. À i been as- 
Stereograpbic Pictures. Stereographic pictures, which have 


sociated with the old-fashioned American “parlor” for pen certi 
tions, have been recognized only recently by ri ewed and 
visual aid. These pictures give the effect of depth w Ea in 
for that reason are invaluable instructional aids pos only in the 
sional relationships are involved. They are use ü E ski 
branches of mathematics and sciences, such " x m d oat re- 
and anatomy, but also in developing realistic am res Aes 
lationships and environmental data E 7 ajul at a time. This 
graphic pictures can be viewed by only. qon 
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places a serious limitation on their use for group instructional purposes, 
On the other hand, they are inexpensive and can be made a part of the 
classroom equipment for use by the pupils just as supplementary text- 
books and other reading materials are made available. 

Recognition of the educational value of stereographic pictures has 
stimulated the commercial production of such pictures for school use. 
Sets of pictures are now available mainly for use on the elementary 
level, although some have been prepared specifically for the more ad- 
vanced courses in science and mathematics. It is generally advisable for 
schools to purchase sets of pictures outright and to place them in the 
library where they may be borrowed as needed for use in the class- 
rooms, or used in the library by individual pupils like any other ref- 
erence materials. 

Several manufacturers are attempting to develop stereoscopic equip- 
ment that will project this type of picture for group instructional pur- 
poses. The time may not be far away when completely satisfactory 
techniques and equipment will be available. For the present, however, 
expense and complicated technological problems render existing equip- 
ment unsatisfactory for general classroom use. 


AUDIO AIDS 

Just as visual aids serve to augment the speed and thorou 
learning through the eye, so also do the audio aids increase 
tiveness of learning through the ear. Live and transcribed radio broad- 
casts can multiply learning opportunities by supplying information and 
encouraging the development of attitudes and appreciations by stimu- 
lating the emotions. It is highly probable that children as well as adults 
experience the radio more commonly than any other audio or visual 
aid. In many ways its influence exceeds even that of the printed page 

The Live Radio Broadcast. Radio broadcasts have a scope and timeli- 
ness that cannot be matched by any other instructional aid. Within 
technical limits radio offers instantaneous communication with any part 
of the world. It can bring into the classroom the most significant prob- 
lems and events of the day. Millions of Americans will never forget te 
day while they were in school when radio transported them into e 
halls of Congress to hear a President denounce ". . - à day that bir 
live long in infamy . . . ,” and to be caught up in the ground swell o 
feeling that committed this nation as a united force against aggression. 


ghness of 
the effec- 
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No other medium of communication with the possible exception of 
vision could have duplicated this feat, à 
The radio has the additional advantage of validity. It is possible for 
the listener to catch the speaker's nuances and therefore his intended 
meaning rather than the erroneous inferences sometimes drawn from 
the printed word. The listener is also acquainted with conflicting opin- 
ions and thereby encouraged to weigh for himself the merits of the 
issue at stake. This has the merit of introducing the pupil, the poor 
reader as well as the more skilled, into the ongoing stream of life in a 
way that schools have never before been able to do. The general avail- 
ability of radios and the common practice of installing publie address 
systems in new school buildings has made the radio broadcast accesible 
in almost every classroom. This is one of the greatest forces working 
for the equalization of educational opportunities in America today. 
Radio Transcriptions. These are broadcasts that have been recorded 
and which can, therefore, be heard repeatedly, The broadcasts usually 
are recorded on discs, 16 inches in diameter and for that reason will not 
fit on the standard phonograph. Furthermore, they revolve at about 
half the speed of the standard phonograph record, The size of the disc 
and the turntable speed make it necessary to have special Furio 
playback equipment if this type of audio aid is to be used. Such equip- 
ment is available either as a complete set, including amplifier and loud- 
spcaker, or as a turntable and pickup which can be attached to the pub- 
motion-picture projector, or 4 standard 
tter arrangement is less expensive but this 
advantage is offset by the fact that the installation is not easily portable 


; ble to widespread classroom use. 
and therefore not as adaptable jme and may, therefore, be 


lic address system, a sound 
electric phonograph. The la 


continuous playing on each si 


regularly and transcriptions of a particu al radio sta- 
from the sponsor without charge for classroom use. Loc 


k transcriptions of 
tions and university audio-visual services e veria transcriptions 
significant programs. Frequently they = ie ng ing special pro- 
to schools or even to cooperate with schools by record 


ibraries and rental 
grams requested by the schools. Many fear: hrm ia the 
agencies now also stock transcriptions y rrowed 
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same manner as films or slides. A few secondary schools are fortunate 
enough to have their own recording equipment. These, obviously, can 
make their own transcriptions and have them available at all times for 
use by the classroom teacher. 

Phonograph and Transcription Recordings. These have instructional 
values similar to those of the transcribed radio broadcast, that is, they 
can be used to provide factual information and emotional color, to 
develop skills and understandings, and to review, summarize, or inte- 
grate materials previously encountered. The world's best music has 
long been made available to the teacher through phonograph record- 
ings. Nonmusical materials, such as speeches, forum discussions, de- 
bates, and informational talks are recorded more satisfactorily by tran- 
scription. This is the same process as that used to record radio broad- 
casts. Children's stories, the world's finest literature, dramatizations, 
as well as political speeches may now be made available on call through 
this type of recording. The influence of the radio and phonograph in 
arousing interest in good music is evident on all sides. One may wonder 
if a similar good effect may be expected in the social and political world 
as a result of the increased use of transcriptions. Certainly boys and girls 
everywhere are being exposed to a higher standard of performance to- 
day through these media than was true of preceding generations. 

Since phonograph records and transcriptions which have been pre- 
pared commercially are relatively inexpensive, they are commonly 
purchased by the local school. Film centers and libraries, however, have 
started collections to be rented to schools. Also, public libraries are 
establishing phonograph record loan services similar to their book- 
loaning programs. These, of course, are available to the pupil as well as 
the teacher. The alert teacher will capitalize on the fact that many 
homes have phonographs as well as radios and will develop out-of- 
school listening tastes by encouraging pupils to use these record services 
or to listen to well-selected radio programs. " 

The Public Address System. This also is a useful piece of equipment 
in the audio field. Several techniques have been developed involving 
its use for the improvement of communication skills. The system makes 
possible an audience situation on a moment’s notice. This in itself can 
serve as a strong motivation for the planning, writing, and rehearsing 
of simulated radio broadcasts or other public performances. In pre 
paring a broadcast that may be heard throughout the school, pu 
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naturally desire to make a good showing. They put forth extra effort 
to secure suitable materials, to organize it, and to write and speak ef- 
fectively. Errors in logic, grammar, and pronunciation can be 
quickly and corrected during rehearsals. "The production is likely to 
be a cooperative activity, thereby setting up a natural learning situa- 
tion for some of the newer approaches to citizenship education, Fi- 
nally, use of the public address system may focus attention not only 
upon what is said, but also how it is said. Pupil attention is directed 
thereby to diction, enunciation, choice of words, and dramatic effect, 
in a way that is seldom equaled by any other means. The public ad- 
dress system thus can be used to provide a friendly atmosphere in which 
to teach functional grammar, research skills, and 

Recording Equipment Techniques, These are similar to those based on 
the use of the public address system. In this case, however, the per- 
formances are recorded and may then be played back to the perform- 
ers for self-appraisal and criticism. When pupils hear their own errors, 
correctional steps are greatly simplified for the teacher. The value of 
this technique to the English or foreign-language teacher is self-evident. 
Less frequently recognized is the fact that individual members of an 
orchestra or glee club cannot hear the effect produced by the entire 
group except as the performance is recorded and played back. Te is 
only in this manner that the individual can secure a realistic concept of 
the effect his contribution has upon the audience or how his part fits 
into the group effort. A recording, cooperatively prepared, may become 
the basis of a fruitful integrating or culminating activity for a group 
engaged in a unit of work. Such recordings would have the unique 
value of permanency to be used in the future as the opportunity or 


need may arise. 

Various types of wire and tape recording equipment, pear "pet. 
its own unique operational technique, are now available, egiek 
are cheaper to purchase and to operate than the older "X es 
der methods are. It is reasonable to expect that schools develop 
many new uses and techniques utilizing this comparatively new group 


of teaching aids. t of the audio-visual aids 


Television, Television, of course, is the A ession. At the 
to receive the serious consideration of the ont, and the lack 
present time, its use is highly restric - bancs promising of the sudio- 


of technical know-how. In theory, 
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visual aids because in this one form of communication all the virtues of 
radio and motion picture are combined. Television makes its impres- 
sion upon the consciousness of the learner through the auditory and the 
visual channels simultaneously. Added to this is the timeliness of the 
live radio broadcast and, when transmission facilities are set up, the 
world-wide scope of radio and motion pictures. When suitable methods 
for recording live broadcasts for repeated use have been developed, the 
educational potentialities of television will indeed be very great. 

At this time numerous difficulties still limit television's effectiveness. 
The size of the image, for example, is much smaller than that of other 
projected aids. Programming is another problem that remains to be 
solved. The present solutions to these problems involve such large ex- 
penditures of money that they seem beyond the reach of purely educa- 
tional agencies. However, if television develops as rapidly as did radio, 
the teacher may hope to use this new aid quite frecly before 1960. 


SUMMARY 


It should be clear that the use of audio-visual aids does not represent 
a unique or distinct methodology. Rather audio-visual aids are devices 
for increasing the effectiveness of a variety of learning activities. They 
help in making the learning experience more real; they add timeliness; 
and they help develop interest in the content of education. These aids 
are particularly helpful in giving the pupil information. Therefore, 
whenever there is need to impart information quickly and vividly, 
whether that need arises in connection with a daily assignment, @ 
subject-matter unit, or an experience unit, a well-selected audio or 
visual aid may be the best device the teacher can use to achieve that 
particular purpose. 
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Chapter 20. THE PROFESSIONAL GROWTH OF 
THE TEACHER 


Throughout the comparatively long history of public education in 
this country, relatively little serious thought has been given to the 
teacher and his education. For example, the instructions given to 
Evert Pietersen, a schoolmaster employed in New Amsterdam in 1661, 
made no mention of the qualities a schoolmaster should possess or of the 
general requirements underlying the responsibilities he was about to 
assume.t There was, indeed, a long period during which teachers were 
largely uninstructed except as their contracts prohibited certain prac- 
tices such as smoking, drinking, and swearing, and prescribed regular 
attendance at church. Within the past quarter century, however, a new 
interest has appeared in the nature and importance of good teaching, 
and there is considerable hope that the next decade will witness marked 
progress in the identification of the teacher's responsibilities as well as 
in the invention of more effective means for meeting them. 

The growing recognition of the social value of the school. This new enr 
phasis on the education of the teacher is due in a large measure to the 
impact of the last two major wars upon the "survival" thinking of men 
every where. Twice in contemporary times the American public school 
system has been called upon to help the world save itself from its own 
folly. As a result, there is a growing appreciation of the social value of 
good schools which is finding expression in radio forums, newspaper edi- 
torials, and dinner-table conversations. There is, also, evidence of a 
deep-seated faith in the public schools. This evidence is found in the 
demand for better teachers and better schools, and in the expanded 
school budgets which have been prepared and accepted in nearly every 

1E. P. Cubberly, Readings in the History of Education, p. 305, Houghton 
Mifflin Company, Boston, 1920. 
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community. In this respect, the American people seem at long last to 
have caught up with the thinking of Horace Mann, who in 1846 as 
secretary to the Massachusetts State Board of Education, wrote in his 
Tenth Annual Report as follows: 


The three following propositions, then, describe the broad everduring 

foundations in which the common-school system of Massachusetts reposes: 

'The successive generations of man taken collectively, constitute one 
great commonwealth. 

The property of this commonwealth is pledged for the education of 
all its youth, up to such a point as will save them from poverty and vice, 
and prepare them for the adequate performance of their social and civic 
duties. 

The successive bolders of tbis property are trustees, bound to the faith- 
ful execution of their trust by the most sacred obligations; and embezzle- 
ment and pillage from children and descendants have not less of criminal- 
ity, and have more of meanness, than the same offenses when perpe- 


trated against contemporaries.” 


There is strong evidence today that the citizens of this country sense 
the challenges so ably described by Mann and that they are now willing 
to invest in schools staffed by teachers who not only come well pre- 
pared, but who, also, seek continuously to improve themselves on the 
job. This, of course, places a heavy responsibility on the teachers 


themselves, 

The growing recognition of the imp 
ters described the teaching found 
in other schools of their day the emph ct sa 
on the mastery of a given body of subject matter. Since the sc = 
were not looked upon as the sole owners of the subject spice 
bright, ambitious, “gelf-made” individuals prided Legere M "6 
acquired the learning that enabled them to succeed brilliantly wi 
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appointed. On the elementary level, cobblers sometimes supplemented 
their incomes by contracting to teach a group of children to read, The 
sedentary nature of their work made it possible for them to “hear” the 
pupils recite their letters without interruption to their more important 
activities. Similarly, widows or other women, who for reasons of neces- 
sity could be prevailed upon, supervised the letter learning of a group 
of children while they gave their primary attention to household tasks. 
Wounded war veterans, incapable of earning a living by means of more — 
active pursuits, also turned to schoolteaching. ‘Thus, the teacher's 
salary acquired the characteristics of a dole which was distributed on 
the basis of the recipient’s need rather than his ability. y 
Secondary-school teaching seems to have enjoyed a somewhat better 
reputation. The college student, in need of funds, quite frequently 
turned to teaching for a term or two. It must be remembered, hows r | 
ever, that these temporary teachers were destined for the Jearned po 
fessions. They were entitled to respect, therefore, not so much for what — — 
they were, but for what they were to become, and teaching was loo A 
upon merely as a brief pause on the road to higher things. If one con- — 
tinued to teach beyond the usual time needed to acquire funds, this t 
fact was taken as an indication of a lack of ambition or of abiliy-a —- 
point of view perpetuated to this day in the old saying, “He who cam — 
does; he who can't, teaches." P 
The importance that is now attached to teaching is clearly reve 
in the new concept of the teacher’s function. The old view that / 
teacher is primarily a crutch to aid the less able in the acquisition of a 
specific body of knowledge or skills has given way to the view | 
the teacher is a guide to better forms of living. As à guide, he is 
pected to be more skillful and more capable of successful living td 
the average adult. The ranks of the teaching profession must be fil 
therefore, by the best examples of successful living and achieve! 
that can be drawn from the adult community and not by the 
failures and misfits. Thus it follows that the teacher is no longer 
thing less than the community standard of success, but rather. 
thing higher than that to which the average citizen of the 
has risen. 
Just as the concept of the teacher's role has changed in recent 
so also has the concept of the teacher's preparation undergone zd 
As long as mastery of subject matter was the dominant objective © 


pr 
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struction, the teacher was generally considered to be well prepared for 
his job when he could submit evidence of having mastered the required 
subject matter himself, For a time the bachelor's degree was accepted 
as suitable evidence of such mastery, and until recently some states were 
willing to certify the possessor of such a degree to teach any subject 
offered by any secondary school within their jurisdiction. In more 
recent times, it has become the custom to require in addition to a 
degree a prescribed number of semester hours of college credit in the 
subjects to be taught before a certificate is granted. Local school ad- 
ministrators and boards of education, however, are now looking beyond 
mere ability to meet certification requirements based on subject-matter 
mastery, and are inquiring into the personal qualifications of the appli- 
cants, Evidence of this is found in the number of schools which require 
personal interviews before making appointments and in the careful and 
detailed inquiries that are made regarding the candidates’ intelligence, 
reputation, and ability to succeed in group situations, Today, it is not 
uncommon for boards of education to look with greater favor upon 
successful participation in extracurricular activities and leadership ex- 
perience in community service such as the Scouts, than upon a record 
of high scholastic achievement. 

Nor are boards of education satisfied to vod x anger tem 
after year unless the teachers give some ev s 
prem Some communities have now set up schedules of merit in- 
crements to encourage seca rarior ard require 
evidence of advanced study before certain 
In a few states, the granting of permanent or life — is no longer 
looked upon with favor, and those who wish to renew certificates 
are expected to present suitable evidence of professional growth. 


TEACHER EDUCATION IS A PROFESSIONAL — = 
It is evident that the professional preparation of iet 
aspects, The first deals with the selection and prepantion of pope * 
teachers before certification. This phase is p de s 
pre-service education. The second aspect is ma 5 e 
the improvement of the teacher on the job. phase known 


in-service education. education. As a result of 


The profession must provide suitable pre-service 
scientific studies that have been conducted since 1900, the teaching 
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profession knows much more than ever before in its long history about i 
the nature and needs of the learner and the learning process. Local, state, 

and national census data indicate in a general way the magnitude of 

the school's job. Additional data are available about such factors as the 
pupil's health, cultural and economic backgrounds, the personality traits 
exhibited by the different age groups, and the social significance of the ' 
curriculum. Psychologists and teachers who have engaged in experi- 
mentation have shed much light upon the learner's needs and abilities, 

as well as upon the instructional methods by which he may best be 
served. 

The teaching profession is well aware of the relationship between — 
some knowledge of these things and effective service in the classroom] —— 
Under the leadership of the profession nearly every state has taken 
steps to require some pre-service professional preparation in psychology 
and the principles and methods of teaching. While not all collegiate in- 
stitutions which offer pre-service courses designed to satisfy certifica- 
tion requirements take their professional obligations seriously, the 
public has shown a willingness to grant enabling powers to the pro- 
fession, usually in the form of certification regulations, by means of 
which reluctant institutions can in time be brought into line. 
responsibility for the selection and preparation of beginning teachers, 
therefore, is clearly up to the teaching profession. J 

The beginning teacher obviously has little if any voice in determining 
the nature of his preparation for teaching. Pre-service educational progi 
grams are generally prescribed for him either by state Or by institu- 
tional authorities. However, the beginning teacher is able to determine 
the nature and the extent of his in-service growth. It is to this zt 
of professional growth, therefore, to which the present chapter 
directed. 

The profession must provide for in-service growth. Muct 
seems to bear out the personal convictions of many leading educa 
that continuous in-service growth is desirable. The authors of a na 2 
publication comment as follows upon this point of view: . 

For all professional school personnel, no matter how adequate their p 
service preparation, there should be a continuous and systematic pF p 
to encourage growth in-service through such activities aS professio ul 
ing, demonstration and firsthand observation of superior school proced : 
study of individual problems in local staff workshops, inde 


h of the evidence - 
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search, travel, study at teachers’ colleges or schools of education, and par- 
ticipation in activities of professional organizations.” 


This list of activities gives evidence of the scope of the profession's 
responsibility for in-service education. The influence of the profession 
in planning and conducting each activity is self-evident. The degree 
to which they are provided as well as the measure of their success is 
dependent, therefore, upon the measure of responsibility members of 
the profession assume for them. 

Modern trends in in-service education. As long as the teacher's profes- 
sional qualifications were judged primarily by the evidence submitted 
of subject matter mastered, in-service education was looked upon as 
the taking of additional courses or the carning of a higher degree, 
Opportunities for in-service education, therefore, were available only 
in the geographical areas near colleges and universities or in summer- 
school study. The courses taken frequently had little direct bearing on 
the teacher's professional problems or were taught by persons who 
felt no personal or professional responsibility for the improvement of 
the public schools. 

The shift in the purpose of education has brought with it new trende 
in in-service education. The Commission on Teacher Education * has 
described certain trends which give considerable promise of producing 
far-reaching changes in the ability to perform the teaching function. 
In brief, these may be described as follows: 


1. The education of teachers, pre-service and in-service, Is properly a 


continuous process, 
2. School systems like teacher preparation institutions are striving to 


increase institutional unity as it applies to the more democratic participa- 
tion in the program of teacher preparation. i 
3. Sensitivity to the importance of the human factor in teacher Preps 


ration is mounting. T 
4. Jobs that are commonly recognized by the teachers as needing to 


done are more frequently being used as starting points for study leading to 
action. 
å National Education jon, Propotals for Public Education in Porrwer 


2):55, April, 1944 

America, Research Bulletin, 22(2):55, . . 

die i be Improvement of Teacher Education, 
4 Commission on Teacher Education, Ti w DC. ! 

p. 167jf., Final Report, American Council on Education, Washington. "t^. 
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5. The local school system itself is being used more and more as the 
focal center for the in-service education of teachers. 

6. Increasingly system-centered programs of in-service education are 
being supported by budgetary allotments.” 

7. There is a tendency to provide supervisory leadership for programs 
of this type. 

8. There is a greater degree of functionality in the relationship between 
the schools and teacher preparation institutions. 

9. A greater proportion of graduate study is being devoted to the pro- 
fessional needs of the teachers who take graduate courses. 

10. Experiences of the workshop type are destined to become more 
common in teacher preparation. 

11. In scattered instances, assistance with in-service programs is being 
offered by universities at reduced rates. 

12. Consultancy service by institutions of higher learning has a tendency 
to eliminate credit barriers as far as earning graduate credit for participa- 
tion in in-service programs is concerned. 

13. The promotion of in-service programs by school systems tends to 
make for clearer and more continuous relations between those systems and 
the cooperating colleges or universities. 

14. Finally, there is some ground for hope that a new degree of co- 
operation between colleges and universities will develop as the result of an 
attempt to meet with adequate effectiveness the growth needs of particular 
school systems and their teachers.” 


Further evidence of the new trends in in-service education is found 
in the nature of the supervisory services provided in many school 
systems. At one time the supervisor was held responsible for stimu- 


lating teachers to improve on the job. In-service growth was thought 


to begin with the supervisor's visit to the classroom and to take its 


direction from the recommendations offered the teacher in the light 
of that which had been observed. Today, there is a tendency to spread 
the responsibility for bringing about improvement to the staff as 4 

5 The West Hartford Schools, Conn., have a new item of $2200 in the 1948- 
1949 budget for this purpose. 

6The University of Connecticut charges a flat fee of $100 for can 
ted to graduate study for the first graduate degree and an additiona 
doctoral degree. 

7 An ever-increasing number of first-rate colleges and universi 
mending the pursuit of special area training with facilities and personnel a 
than their own institutions. 
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whole. The improvement of instruction, therefore, is regarded in a 
more democratic light, and the improvement process may be ini- 
tiated by: 

1. A curriculum study 

2. A study of ways to improve and extend supervisory services 

3. The formation of study groups 

4. A locally sponsored workshop 

5. Teacher-administration cooperation in planning and carrying out 


some group activity 
6. "Teacher participation as citizens in the community * 


Some notion of the kind of in-service education opportunities that 
are now available may be gained from the following table. 


TABLE 4. OPPORTUNITIES FOR PROFESSIONAL Growr or TEACHERS IN 
Service Reported By 1304 Cites * 


Type of opportunity No. [i Per cent 

Professional courses.. a DRESD ERN 925 " 
Committees... EDD RE 847 65 
Faculty and departmental meetings... etn 212 16 
After-school or summer workshops operated locally... >- 143 11 
Study conferences, research groups, study groups, forums 163 13 
Lectures by outside speakers brought in by school system; 

teacher's institutes. sao) aerate a nero 85 7 
Extensive professional library; guided professional reading k ; 


Other opportunities... eet iid 


* ional Education Association, Teacher Personnel Procedures: 
n fion + Bulletin, 20(3):92, May, 1942, 


Employment Conditions in Service, Research 
that course instruction continucs 
cervice education. ]t should be 


From the above data it will be seen 
to be the most prevalent form of in-s 
stressed, however, that the modern courses most frequently are f a 
professional rather than a subject-matter nature, and are PEDE ? 
extension by persons primarily interested in the improvement ids " j 
room practices. The prevalence of committee activities es zal 
evidence of the present trend toward the orientation O! e 

8 Adapted from Commission on Teacher Education, derer for Our Times, 
p. 21, American Council on Education, Washington, D.C., 1944. 
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activities around the professional problems of the teacher. It may 
be said that professional growth begins with the teacher himself, and 
it occurs to the extent that he takes steps to deal more effectively with 
the problems he encounters from day to day. 

Attitudes of teachers toward in-service education. So much unfavorable 
comment has been heard in the past about professional courses and 
teachers’ meetings that one may wonder what is the attitude of teachers 
toward these newer developments. On the whole, this attitude has been 
encouraging and one that gives promise of productive results. Numer- 
ous studies have been conducted in this area and there is ample evidence 
available to support the claim that teachers move to those school 
systems which offer the better opportunities for professional growth, 
whether measured in terms of increased responsibility, greater freedom 
to plan, or improved working conditions.” 

The kind of in-service educational opportunities judged to be most 
helpful is indicated by one study in which 170 high-school teachers 
were asked to rate the following in-service offerings: 


1, Professional courses 
2. Courses and lectures in secondary education 


3. Faculty meetings 
4. Supervision 


5. Professional readings in secondary education 
6. Participation in educational experiments 

7. Membership on professional committees 

8. Professional association membership 

9. School visitations 


The accompanying charts present graphically the reactions of these 
teachers to three types of opportunities, namely, professional courses, 
courses and lectures in secondary education, and school visitation. The 
enthusiasm of these teachers for school visitation is apparent at once: 
Similar enthusiasm was expressed for professional reading and for ex- 
perimental work of the type described in the study. In contrast, pro- 
fessional courses, lectures, county meetings, and faculty meetings were 
regarded as not more than moderately helpful, and a few teachers 
regarded them as having no value whatsoever. 


* Report of the Committee on Tenure, The First Five Years of Teaching Espe — 
rience, p. 19, National Education Association, Washington, D.C., May, 1939. 
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One may properly ask: "Why do so many teachers shun faculty 
meetings?" “Why do teachers feel that professional courses and state 
meetings fail in their purposes? " The answer to both questions seems 
to be the same, ie, limited opportunity for teacher participation in 
planning and executing these activities and, therefore, limited applica- 
tion to the teacher's daily work. If teachers could attend meetings 
and institutes planned by all of the members of their group, their atti- 
tude might be different.” Faculty meetings, for example, can be made 
more acceptable if certain principles are followed. Pitts " has recom- 
mended four such guides as follows: 


1. The program for each meeting should grow from the needs of the 
teachers as these needs are recognized and expressed by them. 

2, Each program should provide the opportunity for the cooperation 
and the participation of the teachers in each phase of it. 

3. The work should be planned so that each teacher may have the op- 
portunity to secure the greatest amount of growth possible from the meet- 
ing which he attends. 

4. No teachers’ meeting can be successful unless the teachers feel that 
they have made some progress toward their goal. 


In many instances where the staff is large, small informal group 
meetings provide greater opportunity for cooperation and participa- 
tion than do general faculty meetings. However, each faculty member 
should participate in at least one group meeting, and no momentous 
decisions involving the school as a whole or all of the teachers should 
be made at a group meeting where all teachers have not had equal 
representation, Doubtless if teachers were given the opportunity of 
planning their own meetings, there would be increased interest in them. 
Teachers, like others, need to join in the educational experiences that 
accompany planning for group action. 

At the Rochester, New York, Athenaeum and Mechanics Institute, it 
was found that the interest and attendance were better when faculty 
meetings were scheduled at regular, predetermined intervals with a 
definite, though flexible, topic of discussion; that the use of outside 
specialists as discussion leaders tended to inhibit the participation of 


Y Roy E. Learned, “More Acceptable Faculty Meetings,” The Education Digest, 
8:24-26, September, 1942. ' 

11 Clara L. Pitts, "Characteristics of a Good Teachers Meeting,” Educational 
Method, 16:241-247, February, 1937. 
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certain instructors, but that when these specialists attended and par- 
ticipated as one of the group, the others were much more active and 
exhibited a greater interest in the interplay of ideas." 

The changing administrative attitude toward in-service education. Teacher 
participation in the formulation of educational policies or even in the 
direction of professional meetings is a relatively recent development. 
Many administrators still believe that these are their prerogatives ex- 
clusively. This attitude became current because the administrative 
function in education was differentiated from the teaching function 
and developed in imitation of the management function in industry. 
Thus, as the schools grew in size and expanded their services, they 
copied the plan of organization and the division of responsibilities 
found in some of the more successful industrial enterprises. A sharp 
distinction came to be drawn between the administrator and the teacher, 
with the managerial responsibilities so frequently implied in the phrase, 
“final authority and final responsibility,” placed securely in the hands 
of the administrator. While this arrangement made possible certain 
fiscal economies and the development of integrated school systems, it 
also encouraged the view that administrators possess a unique type of 
intelligence or wisdom that makes their judgments on all, or nearly all, 
educational matters superior to those of the teachers, The school pro- 
grams, therefore, took form in the minds of the administrators, Super- 
visors were employed to help put those policies into action, and in- 
service education was introduced to inform the teachers what the 
administration expected them to do. When teachers attended faculty 
meetings, teachers’ institutes, or conferences, they usually were ' talked 
to" about matters relating to administrative policy. Only seldom A 
they given opportunities to discuss the problems that arise in the minds 
of all serious-minded teachers as they work directly with pupils. Te is 
small wonder, therefore, that these earlier in-service activities acquired 
unpleasant connotations in the minds of many of the older teachers. 

Recent years have witnessed the introduction of a change in attitude 
with reference to the administrator's role in education. It is now gen- 
erally agreed that the success or failure of the school cannot be meas- 
ured by the same fiscal standards used to determine the success = 
failure of a business enterprise. Schools are not run to show a profit, a 
the management methods of profit enterprises are not necessarily good 

12 Leo Smith, “Faculty Seminars,” School Executive, 60:20-21, April, 1941. 
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in the field of educational administration. It is becoming increasingly 
clear that schools are expected to do whatever can be done in the class- 
room and elsewhere to help boys and girls achieve to the fullest possible | 
extent of their potentialities. The test of success is found primarily 
in what happens to the pupils, and only secondarily in how cheaply i 
the schools have been operated to achieve those ends. Administration, l 
therefore, is coming to be regarded as a service function rather than zi 
as a control function; a service function in the sense that through the j 
administrator the resources of the school and the community are made " 
available to the teacher for his use in the all-important pupil-teacher i 
relationship. The focal point in education thus is shifting back to the — 
teacher-pupil situation with the teacher as à key person in originat- "7 
ing policy discussions. 

Evidence of this shift was found in a study conducted under the | 
auspices of the North Central Association in which more than 300 
schools participated. The conclusions are based on the opinions exe ) 
pressed by both teachers and principals. The 10 most useful techniques 
for in-service education, listed according to rank, were found to be 
the following: 


1. Organizing teachers into committees to study problems 
2. Organizing studies of special topics—general staff meetings 
3. Providing a professional library and browsing-room for teachers | 
4, Having teachers (not administrators) give reviews of articles in ' 
current educational magazines 
$. Giving special financial awards for participation in programs of 
in-service education 
6, Engaging cooperatively in a systematic evaluation of the school — 
using the criteria of the Cooperative Study of Secondary-schoo! Standards 
7. Carrying out a well-planned attack upon the problems of curriculum 


8. Holding forums where parents, pupils, teachers, and board members 


9. Attending summer workshops 
10. Visiting teachers in one's own school or in other schools " 


It is a significant fact that in the case of each of the above techniques 
there is opportunity for teacher participation and cooperation. They 
are not techniques of the "administrator-domination" typc. 


1 C. A, Weber, “Promising Techniques for Educating Teachers in Service 
Educational Administration and Supervision, 28:691-695, December, 1982. 


SPECIAL ASPECTS OF METHOD 473 


IMPLICATION OF IN-SERVICE EDUCATION FOR THE TEACHER 

In this and preceding chapters attention was called to a changing 
educational atmosphere. Learning is now coming to be identified with 
increased ability on the part of the learner to deal satisfactorily with 
the problems that confront him from day to day. The teacher is now 
looked upon as a guide or coach skilled in solving problems rather 
than as one who already has all the answers. The curriculum is now 
determined by the pupil’s need for the information and the skills that 
will help him deal with his problems of adjustment and adaptation to 
his physical and social environment. "Today, the administrative and 
supervisory personnel increasingly strive to make available in the learn- 
ing situation resources and experiences that are not available to the 
teacher alone. All of these changes present a challenge to the teacher, 
Few persons today expect the young teacher, recently graduated from 
college, to be as successful during his first year or two of teaching as 
he will be later. Consistent growth can be expected from year to year 
and frequently is expected, as indicated by the salary schedules which 
provide for the highest earnings during the years immediately preced- 
ing retirement. 

Such growth, however, is not inevitable, There is a significant dif- 
ference between a teacher who has had 20 years of experience and one 
who has had 1 year of experience 20 times, Growth begins with a 
recognition of a need for improvement, and this recognition can bear 
fruit only when it occurs in the mind of the teacher himself. As in 
the case of the pupil, the teacher learns as he consciously seeks to im- 
prove his relationships with those with whom he must live and work. 
Opportunities for growth appear in the form of cooperative ventures 
with the pupils, other teachers, and the members of the community. 


; : ; i cacher. 
tion of experience in cooperative group living. The beginning t s 
therefore, must learn on the job to identify himself with such groups 
and to participate in the k 
peculiar to that group and possibl 
group he must assume à share of 
problems and for bringing ' Schol is now identified 


dealt with on a group basis. = in ident! problems 
more and more with the development of skill in fying 


y to no other. As a member of a 
the responsibility for identifying 
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related to pupil growth and of working with others in finding satisfac- 
tory solutions. 

In-service education today is an open attempt to promote such pro- 
fessional growth. Committees, staff meetings, study groups, panel dis- 
cussions, and other in-service techniques are instrumentalities by which 
staff and community resources can be marshaled for more effective at- 
tacks upon the problems of instruction than would be possible if the 
teacher were left to his own resources. Frequently, special information 
or a new perspective is desired which can be provided most economi- 
cally by a special course or a lecture by someone particularly well 
qualified in that area. The school, through the efforts of those in leader- 
ship positions, may provide in-service opportunities, but only the 
teacher can decide to make use of them, Appointments to committees, 
invitations to staff meetings or to local study groups can be viewed 
either as unnecessary annoyances or as opportunities for professional 
growth. As in any democratic enterprise, the opportunities and the 
responsibilities rest with the individual, 


SUMMARY 


The professional growth of the teacher is achieved by a program of 
pre-service studies and by a variety of activities designed to help him 
grow on the job. While there is no intention here to minimize the im- 
portance of pre-service education, it is the latter or in-service pro- 
gram over which the teacher has the most direct control and which 
can be directed to serve his needs once he is in a position to know 
what they are. It is the in-service program, therefore, to which the 
present chapter is directed. 

In-service growth implies continuous learning, experimentation, @ 
spirit of open-mindedness, a sense of self-criticism, and a willingness to 
capitalize upon the strength of the multiple mind. There must be an 
inner desire on the part of the teacher to be professional and to work 
for higher standards and goals expressed in terms of pupil growth. 

On the basis of the many studies made of the many promising in- 
service techniques, it is reasonable to conclude that a good in-service 
program will embody the following characteristics: 


1, It will provide for intelligent leadership which will encourage and 
enlist the initiative of all of the teachers and supervision which will promote 
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self-interest and self-activity on the part of all teachers for professional 
improvement. It will provide a program based upon well-formulated objec- 
tives derived from a study of the needs of individual teachers in individual 
learning and teaching situations, recognizing that individual teachers differ 
in teaching ability and in their needs and potentialities. It will aid in the 
development of a feeling of security and professional status in the school 
community. 

2, It will provide ample opportunity for teachers to assume respon- 
sibility for leadership in staff activities, to share responsibilities, and to de- 
velop respect for the ideas and opinions of colleagues. 

3. It will provide aids to in-service training right within the teacher's 
own school system. Every school should have a professional library-reading- 
workroom complete in every detail as to new books on educational theory 
and practices, educational periodicals, daily newspapers, bulletins, and 
courses of study from various state departments of education, a typewriter, 
mimeograph machine, etc. Teachers should share responsibility in the 
maintenance and upkeep of the room. Materials sbould not be kept in tbe 
superintendent's office or in the faculty room, but in a special staff library- 
reading-workroom, It should provide “workshops” right within the school 
—using the services offered by state departments of education, state univer- 
sities, and the ideas and services of the local staff members. 

4. It will encourage the study and discussion of problems based upon 
local classroom situations and experiences, It will seek to develop a school 
program based upon the needs of the school community—in other words, 
the training program should not be separated from the educational needs 
of the pupils for whom the teachers have responsibility, 


The most ample program of in-service activities, however, cannot 
force growth upon a reluctant and uncooperative teacher, Professional 
growth can occur only as the teacher seeks to improve himself. Hav- 
ing taken the initiative, in-service aids are means to his self-improve- 
ment. Professional growth can be initiated only by the teacher. 
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VISUAL AIDS 


Che following list of visual aids can be used to supplement some of 
the material in this book. This list is selective in terms of the authors’ 
experience. Undoubtedly there are many more films because new pro- 
ductions are being released constantly. We suggest that each film be 
previewed because it may contain information either too advanced or 
too elementary for some classes. 

These films can be obtained from the producer or distributor listed 
with each title (addresses are given at the end of the bibliography). In 
many cases these films and filmstrips can be obtained from your loca 
film distributor; also, many universities have large film libraries from 
which they can be borrowed. 

The running time is given in minutes (min). All are sound and in 
black and white. The motion pictures are 16 millimeter and the film- 
strip is 35 millimeter single frame. 

Listed with each film are the chapters to which it is applicable. You 
may find other chapters where it will also be appropriate for your class. 


MOTION PICTURES 


Ohio (19 min—1942; Antioch, Chap. 12). Shows 


Antioch College, 
f combining work experience with college class- 


this college's program 0 
room study. 

Assignment: Tomorrow (26 min—1945; NEA, Chaps. 1 ? 20). 
Shows the role of the National Education Association. 

A Broader Concept of Method—Developing Pupil Interest (13 min— 
1947, McG-H, Chaps. 12, 135,15) 17). Shows principles and techniques 
of securing student interest in learning. 

A Broader Concept of Method—Teachers and Pupils Planning and 
Working Together (19 min—1947; McG-H, Chaps. 12, 13; 15). Shows 
principles and techniques of guiding pupils to participation in their 


learning experiences. 
Democracy (11 min—1945, EBF, Chaps. 1, 2; ! 5). Shows that a 
democracy is based on shared respect and shared political power. 
Despotism (11 min—1945, EBF, Chaps. 1, 2; ! 5). Shows that despot- 
ism is based on restricted respect and concentrated power. 
477 
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Film Tactics (20 min—1943, Castle, Chap. 19). Shows the proper 
presentation of visual materials, especially motion pictures. 

Learning to Understand Children—A Diagnostic Approach (21 min 
—1947, McG-H, Chap. 3). Shows how a good teacher uses diagnostic 
measures to analyze a maladjusted student. 

Learning to Understand Children—A Remedial Program (23 min— 
1947, McG-H, Chaps. 3, 9, 10, 12, 13, 15). Shows how the teacher in 
the above film helped the child to better adjustment by a good remedial 

rogram. 
: aintaining Classroom Discipline (15 min—1947, McG-H, Chap. 18). 
Shows how teacher attitude and good techniques of teaching secure 
the cooperation of the class. 

Principles of tbe Art and Science of Teaching (47 min—1942, lowa, 
Caps. 9 and 10). Shows teaching principles and techniques. 

eaching (10 min—1945, Voc G, Chap. 20). Explains the ui" 
profession, qualifications, training required, working conditions, an 
rewards. 

Using the Classroom Film (11 min—1945, EBF, Chap. 19). Shows 
principles and techniques of using classroom motion pictures. 

Willie and the Mouse (10 min—1942, TFC, Chaps. 9, 10). Shows 

chological learning principles. 

Wilson Dam School (11 min—1942, TVA, Chaps. 12, 13, 15). Shows 
an improved rural school and its program. 


FILMSTRIPS 


Designing Examinations (Jam Handy; Part I-Chap. 8; Pare I- 
Chaps. 8, 11). 


LIST OF PRODUCERS AND DISTRIBUTORS 


Antioch—Antioch College, Yellow Springs, Ohio. 

Castle—Castle Films, Inc., 30 Rockefeller Center, New York 20. 

EBF—Encyclopacdia Britannica Films, Inc., 20 N. Wacker Dr., Chi- 
cago. 


go. 
lowa-Department of Visual Instruction, University of lowa, Towa 
City, Iowa. 
as Handy—Jam Handy Organization, General Motors Bldg., Detroit, 
ichigan. 
- ^W vw | Book Company, Inc., 330 W. 4: St, New 
ork 18, 
NEA National Education Association, Washington, D.C., or Execu- 
tive Secretary of your state association. 
TFC—Teaching Film Custodians, 25 W. 43 St., New York 18. 
TVA-Tennessee Valley Authority, Knoxville, Tennessee. 
Voc G—Vocational Guidance Fi Inc, 2718 Beaver Ave, Des 
Moines, lowa, 
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individual, 439-444 
punishment in, 443 
as maintaining leadership in class, 435 
mental, 45, 46, 119, 122, 123 
and objectives of education, 425-427 
principles for, 427-428 
purpose of, 424-425 
Donatus, 119 
Douglass, Harl R., 67, 160 
Drill, 153, 232, 315 


(see Administrative 


E 


EA, 378-379 
Economics, 25 
Education, comparative, 3 
democratic, 10, 66, 69, 206, 282, 283, 
285, 288, 292, 293, 361, 363, 405, 406, 
4n 
as experience, 206 
history of, 3 
objectives of, 234, 293, 426 
and discipline, 425-427 
as participation in democratic way of 
life, 27-28 
professional, 3 
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Education (Continued) 
purpose of, 6, 122, 204-206, 234, 279, 
294, 448, 461, 472 
secondary (see Secondary education) 
Educational characteristics, 393 
Educational Film Guide, 451 
Educational goals, 63 
Educational objectives, 100, 216, 320 
Educational opportunity, equality of, 
44, 46, 50 
Educational outcomes, 213, 236, 308, 361 
Educational Policies Commission, 32 
Educational psychology, 3 
Educational theory, 3 
Educators, objectives of, 212 
Effort in activities, 215 
Eight-year Study of the Progressive Ed- 
ucation Association, 77, 96, 100, 319, 
321, 327, 320-331, 343, 344, 399, 400 
Election system, free, 357 
Elections, 17 
Electives, 70, 74, 87 
Electricity, 122 
Elliott, Edward C., 164, 165 
Ely-King Tests in American History, 
250 
Emile, 272 
Emotions, 407 
Employment record, 397 
Environment, 380-381, 389 
physical, 7 
school, 206 
social, 7, 33 
Erasmus, 119 
Essay examinations, 161, 164-171 
construction of, 166-168 
improvement of, 166 
scoring of, 169-170 
Ethical character, 24 
Evaluation, 95-97, 109, 161, 298, 303, 307, 
393, 395, 106 
(See also Pupil evaluation) 
Evaluation activity, 212 
Evaluation instruments, 95-101, 331, 399 
construction of, 319 
Evaluation techniques, 95-101 
Evaluative instruments, 237 
construction of, 322 
validation of, 322 
Evaluative procedures, 334 


484 


Evaluative techniques, 398 
Evolution of units, 193-206 
Examinations, 101-107 
criteria of, 102 
essay (see Essay examinations) 
oral, 97, 161, 163 
written, 103, 104 
Experience-producing process of learn- 
ing, 276 
Experience theory, 293 
Experience unit, 216, 280, 364 
culminating and evaluating stage of, 
298 
developing of, 295-299 
developing and culminating of, 301- 
303 
developmental stage of, 297 
initiating and planning stage of, 295- 
297 
selecting of, 299 
Experience unit method, 7, 73, 86, 97, 
269-290, 292-316, 367-369, 415, 419, 
423 
characteristics of, 286-290, 293-295 
pupil progress in, evaluation of, 318- 
349 


Experience unit procedures, administra- 
tive devices using, 363-366 

Experiences, 36, 79, 407 

in democratic living, 80 

direct, 38, 289 

integrated, 81 

learning, 81 

pupil, 64 

socializing, 208, 361 
Exploratory activities, 32 
Extracurricular activities, 73, 208, 397 

successful participation in, 463 
Extracurriculum, 207, 208, 361 


F 


Faculty meetings, 467, 468, 470 
Feed-back procedure, 410 
Field trips, 73, 87 

Film, 450 

Film catalogs, 451 

Film centers, 456 

Film Guide, Educational, 451 
Film libraries, 450 
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Filmstrip, 451 

sound, 451 

use of, 452 

value of, 451 
Filmstrip projector, 451 
Findley, Warren G., 326 
Franklin, Benjamin, 122 
Franklin's Academy, 74 
Freedom, 13, 19, 34 

individual, 12, 13, 15-17, 29, 34 
Froebel, Friedrich, 273, 275 
Fusion of subject matter, 72, 82, 361 


G 


Galton, Francis, 201 
Gangs, 52 
Geometry, 20 
Gerberich, J. Raymond, 95, 168, 169, 178 
Gestalt psychology, German school of, 
97, 276, 389 
Glenn, Earl R., 176 
Glenn, Edith D., 55 
Glenn-Welton Chemistry Achievement 
"Test, 176 
Grade, 188 
Grade equivalents, 92 
Grade-standard theory, 92, 94, 262 
Grammar, 20 
functional, 457 
Greek, 22 
Latin, 22 
Grammar schools, Latin (see Latin 
grammar schools) 
Greene, Harry A., 95, 168, 169, 178 
Grizzell, E. D., 22 
Group action, 470 
Group activities, 203, 226, 297, 467 
participation in, 39 
Group differences, 375 
Group discipline, 429-439 
classroom atmosphere in, 431 
improving of, 436-438 
Group instruction, 454 
Group participation, 210, 216 
Group planning, 80, 226, 233, 296, 297, 
308, 395 
participation in, 39 
Group punishment, 438 
Group thinking, 210 


INDEX 


Grouping, homogeneous, 94, 133, 134 

Gruhn, William T., 67 

Guidance, 3, 71, 72, 75, 83, 245, 309, 334, 
380, 393, 395, 396, 407, 408, 415 

Guide sheet, 223-226, 229, 231-233 


H 


Habits, 160, 236, 407 
work, 55, 323 
Haggerty-Olson-Wickman Behavior 
Rating Schedule, 252 
Harvard College, 22 
Hayes, Margaret, 340 
Hayes' Scale for Evaluating Behavior of 
Children Ten to Fifteen, 340 
Health, 24 
Health characteristics, mental, 390 
physical, 389 
Heil, Louis M., 326 
Herbart, John Frederick, 122-132, 134, 
204, 270, 273-275 
Herbartians, 128 
Heredity, 380-381, 389 
High school, 45, 76, 355 
academic, 69 
commercial, 69 
comprehensive, 69 
junior, 67, 74 
senior, 68 
technical, 69 
High-school unit, 356 
History, 31, 38 
Hitler, Adolf, 13 
Hobbes, Thomas, 274 
Home economies, 35 
Home and family conditions, 397 
Home membership, worthy, 24 
Home visits, 441 
Homeroom, 83 
Homework, 202 
How I Teach, 401 


I 


Ideals, 407 
Ideas, 160, 236 
Inductive method, 127, 196 
Information, factual, providing of, 456 
imparting of, 131 
about pupils, securing of, 415 
use of, 441 
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Information Tests in American History, 
248 
Initiative, 55 
Institutes of Oratory, 271 
Institutional activities, 447 
Institutional techniques, 447 
Instruction, departmentalization of, 133 
differentiation of, 237 
individualization of, 203, 204, 206, 210, 
212, 237, 315 
objective of, 462-463 
outcomes of, 107-112 
planning, 131 
aims or objective in, 131 
purpose of, 197 
Instructional materials, self-teaching, 202 
Instructional outcomes, 318, 321 
measuring of, 176 
Instructional programs, 354 
Instruments, evaluative (see Evaluation 
instruments; Evaluative instru- 
ments) 
Intelligence, 205 
authority of, need for confidence in, 
34-36 
definition of, 35 
general, 381-383, 385 
group factors of, 385 
method of, 41, 293 
process of, 16, 17, 36, 294, 407, 473 
specific, 388 
Intelligence scales, individual, 381, 382 
Intelligence test scores, 397 
Intelligence testing, 95 
Intelligence tests, 47, 373, 374, 381 
group, 381, 382 
individual, 335 
Interest-Attitude Tests, Pressey, 257- 
258 


Interest ratings, 397 
Interests, 50, $5, 111, 131, 160, 199, 236, 
258, 373, 391, 395, 407 
individual, 295 
vocational, 323, 392 
differences in, 359 
Interests inventories, 257 
general, 332 
vocational, 332 
Interviews, 100, 163, 338, 394, 398, 419 
counselor's, 397, 412-415 
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Interviews (Continued) 
scale for rating, 414 
Inventory, 338, 373 
Inventory tests, 238-240, 393 
Iowa Every-pupil Tests of Basic Skills, 
324 


Iowa Placement Examinations, 388 
Iowa Silent Reading Tests, 247 
Iowa Tests of Educational Develop- 
ment, 259, 325 
IQ, 378-379 
Issues, controversial, 55 
Item modifications, alternate-response, 
247 
multiple-choice, 248 
Items, alternate-response, 180-181 
multiple-choice, 181-182 
multiple-response, 175, 177 


J 
Jorgensen, Albert N., 95, 168, 169, 178 
K 


Kellogg, C. E., 384 

Kelly, Frederick J., 164, 237 

Knowledge, 8, 34, 110, 111, 160, 236 
acquisition of, 25, 27, 38, 122 
specific, acquisition of, 367 
useful, mastery of, 23-25 

Kuder, G. Frederic, 333 

Kuder Preference Record, 333 


L 


Labor, division of, 354, 360 

Laboratory method, 7, 200, 280, 285 

Laboratory School at University of Chi- 
cago, 206 

Laboratory work, 364 

Lancaster, Joseph, 123 

Landis, Paul H., 51 

Language, common, 21 

Languages, modern, 123 

Latin, 20 

Latin grammar schools, 22, 23, 74, 76, 
123, 271, 355 

Learner's purpose, 276 
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Learning, 21 
definition of, 37, 79 
by doing, 36, 276, 285, 288 
experience-producing process, 276 
principles of, 86, 195, 201, 204-206, 
215, 270-276, 278, 279, 282-288, 
292-294, 299, 303, 314, 426 
theory of, 125 
Learning activities, 6, 221, 228 
appraisal of, 301 
Learning outcomes, 366-367 
Learning process, 128, 129, 195, 201, 204- 
206, 270-276, 279, 280, 282-285, 288, 
293, 294, 298, 303, 304, 314, 364, 394, 
395, 417-419, 425, 426, 464, 473 
Learning situation, 79 
Learning unit, 209, 310 
preplanning of, 311-316 
example of, 312 
stages of, 311 
Lee, J. Murray, 186 
Leisure, worthy use of, 24 
Leonard, Eugenie A., 374, 397 
Lesson plans, daily, 127, 141-143 
Liberal arts, 119 
Libraries, film, 450 
professional, 467 
License, 13 
Life activities, 26 
categories of, 32 
participation in, 25-27 
Lily, William, 119 
Lily’s Grammar, 119 
Lincoln, Abraham, 155 
Lincoln, Edward A., 242 
Lindquist, E. F., 264 
Linguistic factor of intelligence, 385 
Literature, 20, 31 
Locke, John, 122, 274 
Lovell, John, 355 


M 


MA, 378-380, 382 

McCall, William A., 96, 171 
McMurry, Charles A., 127, 195, 197 
Magnetism, 122 

Mann, Horace, 98, 162, 163, 461 
Maps, 447 


INDEX 


Marking, 344 
deviation, 264 
by evaluative methods, 343 
linear, 263 
in terms of aptitude, 342 
Marking systems, normal curve, 262- 
265, 375 
percentage, 188-189 
point-scale, 188-189 
Marks, 121, 164, 186, 244, 264-266 
composite, 190 
percentage, 376, 378 
teachers’ (see Teachers’ marks) 
Mastery formula, 209 
Matching exercise modifications, 248 
Matching exercises, 182 
Materials, integration of, 456 
review of, 456 
summary of, 456 
Mathematics, 22, 24, 38 
May, Miriam, 327 
Mead, A. Ru 55 
Measurement, 234, 318, 373 
procedure, 251 
product, 251 
Measuring, 95-97, 322, 395 
of instructional outcomes, 176 
Measuring instruments, 393 
Meetings, departmental, 467 
faculty (see Faculty meetings) 
teachers’, 468 
Memory, 151, 386 
Mental abilities, primary, 386 
Method, 3, 25, 40 
choice of, 353-354 
daily-assignment 
ment method) 
definition of, 6-7 
experience unit (see Experience unit 
method) Fy 
recitation (see Recitation method) 
study of, 5, 6 
subject-matter unit (see Subject-mat- 
ter unit method) 
Metropolitan Achievement Tests, 261 
Milton, John, 154 
Mitchell, Claud, 51 
Monitorial system, 124 
Monroe, Paul, 122 
Monroe, Walter S., 166, 237 


(see Daily-assign- 
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Mooney Problem Check-list, 56-57 
Morrison, Henry C., 208 
Morrison Plan, 208, 210, 236, 418 
Morton, N. W., 384 
Motion-picture projector, 450 
Motion pictures, 448-452 

availability of, 450 

instructional, 450 

16 mm, 450 

value of, 449 
Motivation, 144, 153, 224, 228-231, 278, 

279 

Motives, 284 
Music, 20, 25 


N 


National Association of Secondary 
School Principals, 365 
National Education Association, 24 
National Society for the Study of Edu- 
cation, 109 
National Teacher Examinations, 401 
Navigation, 123 
Needs, real-life, 64 
social, 216 
Nelson, M. Jn 175, 177 
Nelson's High School English Test, 245 
Normal curve, 262-265, 375 
Norman, James William, 74 
Norms, 244, 374, 376, 390, 398 
age, 243, 377 
grade, 243, 377 
percentile, 243, 378 
Northway, Mary L., 392 
Notebook, 447 


o 


Objective test, 96, 104 
construction of, 161 
informal, 96, 161, 171, 238, 245-250, 

393 
construction of, 184-186 
teacher-made, 394 

Objective test items, 172 
construction of, 178 

Objectives, formulation of, 319 

Observational techniques, 100 

Observations, 8, 97 
informal, 335 
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Occupation, parent's, 397 

Odell, C. W., 166, 187 

Ohio State University School, 303 
Oligarchies, 19 

Opaque projection, 453 
Opportunity, equal, 216 

Oxford University, 30 


P 


Parkhurst, Helen, 203 
Participation, 76, 86-87, 206, 223 
democratic, 83 
in democratic social process, 367 
direct, 8 
group, 210, 216 
in group activities, 39 
by pupils in social activities, 212 
social (see Social participation) 
successful, in extracurricular activi- 
ties, 463 
teacher (see Teacher participation) 
Paterson, Donald G., 385 
Percentile ranks, 92, 378 
Percept, 125 
Performance tests, 98, 103, 381, 383, 384, 
393 
Personality ratings, 397 
Personality tests, 373, 374 
Personality traits, 464 
Pestalozzi, Henri, 122, 273-275 
Phillips Academy, 74 
Philosophy, 20 
natural, 122 
Phonograph recordings, 456 
Physical education, 25 
Physical sciences, 22 
Physics, 20, 24, 122 
Physiology, 24, 25 
Pietersen, Evert, 460 
Pintner, Rudolf, 385 
Pintner-Paterson Long Performance 
Scale, 384-385 
Pitts, Clara L., 470 
Planning, 303 
cooperative, 215, 223, 311, 366, 467, 
470 
group (see Group planning) 
individual, 297 
for individual pupils, 395 
of unit (see Unit, planning of) 
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Plato, 117-119 
Platoon system, 133 
Plutocracy, 19 
Politics, 31 
Potter, Mary A., 173 
Practice, need for, in democratic living, 
36-40 
Practice exercises, 242 
Preferences, 111 
Pressey, S. L., 163 
Pressey Interest-attitude "Tests, 257-258 
Problem cases, individual, working with, 
442 
Problem method, 200, 236, 280, 285 
Problem solving, 37-40, 79, 86, 87, 112, 
406-407, 417, 419, 473 
Procedure measures, 250-256 
Processes, fundamental, 240 
command of, 24 
Product measures, 250-256 
Product scales, 99, 238, 245, 395 
Professional training, 194 
Profile charts, 238, 242, 243, 259, 395 
Profiles, 97, 99 
Progressive Education Association, 
Eight-year Study of (see Eight- 
year Study of the Progressive Edu- 
cation Association) 
Project method, 7, 200, 236, 277-280 
Projection, opaque, 453 
Projective techniques, 101, 335 
Projector, filmstrip, 451 
motion-picture, 450 
Projects, 223, 278-280 
Promotions, midyear, 134 
Psychological examinations, 381 
Psychology, behaviorist school of, 275 
educational, 3 
Gestalt (see Gestalt psychology) 
organismic schools of, 97, 276, 389 
topological, 389 
Public address system, 456 
Punishment, 438 
corporal, 443 
in individual discipline, 443 
Pupil evaluation, 91-94 
comparison with norm, 92-93 
comparison with previous status, 
94 
comparison with standard, 91 


93- 


INDEX 


Pupils, achievement of, reporting of, 

344 

activities of, 142, 155 

backgrounds of, 388 

comprehensive appraisal of, 373-403 

enrollment of, number of, 45 

goals of, 224, 230 

individual, interests of, 221 
needs of, 221 

interests of, 7, 278, 280 

needs of, 7, 19-40, 66 
self-respect, 29-33 

participation of, 217, 427 

planning for, 217 

population of, 54 

problems of, 57-59 

progress of, appraisal of, 90-114, 160- 

191 


purposes of, 224, 280 
secondary-school, 43-61 
Puritans, 22 
Purposes, 50 
list of, 229 


Q 


Quality scales, 98-99, 251, 395 
Quantitative factor of intelligence, 385 
Quarrington, Bruce, 392 
Questioning, Socratic, 163 
Questions, essay-type, construction of, 
168 
Questionnaires, 97, 338 
Quintillian, 20, 271 
Quizzes, oral, 162 
short written, 170 
Quotient, achievement (see AQ) 
educational, 378 
intelligence (see IQ) 
subject, 378 


R 


RA, 378-379 

Radio, 448 

Radio broadcast, live, 454 

Radio transcriptions, 455 

Rating scales, 101, 251, 252, 347 
Ratings, 97 
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Reading in tbe High Scbool and Col- 
lege, 49 
Reading ability, 48 
Readings, professional, 468 
Reasoning, abstract, 386 
mechanical, 386 
verbal, 386 
Reasoning test, logical, application of 
certain principles of, 329 
Recall item, simple, 173, 174, 179 
Recall questions, 417 
Recitation, 120, 131, 132, 135, 137, 150- 
155, 160, 202, 203, 318 
daily, 231, 356 
socialized, 6, 156-158, 211, 280, 285, 
47 
Recitation method, 7, 72, 117, 127, 238, 
262, 323, 341, 416, 417 
(See also Daily-assignment method) 
Recitation period, 134 
Recognition item types, 175 
alternate-response, 175 
matching, 175 
multiple-choice, 175 
true-false, 175 
Record, anecdotal (see Anecdotal rec- 
ords) 
cumulative, 97, 101, 389, 396-397, 411- 
412 
keeping of, 316 
Record systems, cumulative, 397 
Recording equipment techniques, 457 
Recordings, 456, 457 
Reference books, 447 
Reflexes, native, 128 
Rembrandt, 154 
Remmers, H. H., 257 
Report card, 343 
in English, 345 
Reports, to parents, 347 
personal, 334, 337-340 
for school subjects, 344 
Republic, The, 119 
Research groups, 467 
Review, 131 
Rice, J. M., 95 
Rogers, Carl R., 408 
Role-playing procedure, 410 
Rorschach Test, 336 
Ross, William R., 262 


490 


Rousseau, J. J., 122, 271, 272 
Ruch, Giles M., 96, 174 
Ruch-Crossman Biology Test, 174 
Russell, Charles, 264 : 


S 


Scales, attitudes, 257 
handwriting, 252 
personality, 238, 256-258 
product (see Product scales) 
quality (see Quality scales) 
rating (see Rating scales) 

Scates, Douglas E., 326 

Schedule, daily, 72, 74, 86, 294 

Scbool and Society, 206 

School day, 84 

School visitations, 468 

School year, 84 

Schools, authoritarian, 281 
studying of, 398-400 
vocational, 69 

Schorling, Raleigh, 173 

Sciences, 38 
biological, 122-123 
natural, 122 

Scientific method, 17, 23 

Scientific movement, 128, 135 

Score card, 251, 252 
food, for meat roast and gravy, 254 
standardized, 253 

Scores, 186 
composite, 266 
derived, 374, 376 

based on average performance, 377- 


378 
based on variability of perform- 
ance, 378 


obtained as quotients, 378 
Search, Preston W., 202 
Seashore, C. E., 94 
Secondary education, American, pri- 
mary objective of, 19 
function of, 10 
purpose of, in democracy, 7-17 
reorganization of, 81 
Secondary-school pupil, 43-61 
Secondary-school Standards, Coopera- 
tive Study of, 399 
Secondary schools, organization of, 63- 


87 


FOUNDATIONS OF METHOD FOR SECONDARY SCHOOLS 


Secondary schools (Continued) 
reorganization of, 66 
size and type of, 63-70 
Self-respect, 41 
as need of pupil, 29-33 
Sense teaching, 274 
Sentences, 386 
Services, supervisory, 466, 467 
Sets, 52, 53 
Shakespeare, William, 154, 155 
Simon, Theodore, 95, 382 
Sims, Verner M., 166, 169, 186 
Sims Score Card for Socio-Economic 
Status, 389 
Skill tests, basic, 393, 394 
performance of, 97 
Skills, 8, 9, 34, 109, 131, 160, 367, 405 
development of, 456 
physical, 236 
research, 457 
social, 204, 234, 236 
study, 323 
vocational, 9 
Slides, 452 
preparation of, 453 
3" x 4", 452 
Qi 257452 
value of, 452 
Smith, Eugene R., 339, 345, 400 
Smith Agricultural High School, 277 
Smith-Hughes law, 277 
Social arrangements, 8 
Social consciousness, 34, 41 
need for, 33-34 
Social heritage, 208 
Social participation, 233, 273, 287, 288 
Social Problems Test, 331 J 
Social process, democratic, participa- 
tion in, 367 
Social ratings, 397 
Social sciences, 22, 24 
Social sensitivity, 323, 329, 395 
Society, democratic, 205 
Sociograms, 391, 392 
Sociology, 31 
Sociometry, 390 
Socratic questioning, 163 
Sones-Harry High School Achievement 
Test, 249 
Sound filmstrip, 451 
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Space relations, 386 
Spaulding, Geraldine, 327 
Specialization, 31, 367 
Spelling, 386 
Spencer, Herbert, 23, 24 
Staff-pupil planning, cooperative, 308 
Stalnaker, John M., 164 
Standards, Secondary School, Coopera- 
tive Study of, 399 
Stanford-Binet Tests of Intelligence, 
New Revised, 382 
Stanford Revision of the Binet-Simon 
Intelligence Scale, 107 
Starch, Daniel, 164, 165 
Stereographic pictures, 453 
Stone, Cliff W., 95 
Strang, Ruth, 413 
Strong, Edward K., Jr., 332 
Strong, Vocational Interest 
332 
Stroud, James B., 376 
Student activities, 210 
Student evaluation report, 348 
Studies, evaluative, 400 
integrated, 198 
program of, 70-72, 74, 353 
Study, area of, introduction of, 449 
courses of, 119, 137-139, 141, 209, 299, 
316, 353-354, 360 
supervised, 6, 84, 134, 146-150, 200, 
202, 280, 285, 362, 364 
Study conferences, 467 
Study groups, 467 
Study period, 131, 135, 145-150 
Subject matter, 27 
evaluation of, 75 
Sequence in, 359 
n of (see Units of subject matter) 
Ject-matter mastery, 28, 234, 461 
E ability to apply, 236 
gu aliasing relationships, 73 
ubject-matter unit, 362, 364 
administrative devices using, 361-363 
development of, four stages in, 228 
introduction and attack stage of, 228- 
mM 331 
ubject-matter unit method, 7, 97, 193- 
213, 233, 316, 318, 323, 341, 363, 367- 
369, 416, 418, 423 
characteristics of, 212, 216-217 


Blanks, 


Subject-matter unit method (Continued) 
pupil progress in, measurement of, 
236-267 
stages Of, 213, 217 
Subjects, broad fields of, 82 
constants-with-electives, 70, 75 
constants-with-variables, 71-72 
correlation between, 72, 82 
elective, 70 
fusion of (see Fusion of subject mat- 
ter) 
required, 70 
Sullivan, Elizabeth T., 387 
Supervision, 3, 127, 468 
(See also Study, supervised) 
Surveying, 123 
Symonds, Percival M., 263, 342 


Ty 


Tape recording, 457 
Tastes, 111 
Teacher, activities of, 142, 228 
appearance of, 429 
decisiveness of, 430 
disposition of, 430 
evaluation of, 401-402 
function of, 462 
interest of, in children, 430 
objectives of, 219-222 
personality of, 429 
preparation of, 464 ! 
rofessional preparation of, 308-316 
role of, 380, 390, 394-398, 402, 403, 
406-408, 415, 416, 423, 429, 460- 


462 
selection of, 464 
voice of, 429 
Teacher education, 460-475 
Commission on, 465 
in-service, 463, 464, 468, 471, 473-475 
trends in, 465 i 
i 63, 47 
pre-service, a » 
Teacher participation, 468, 470, a 
Teacher planning, 8, 140, 217, 
"Teacher-pupil relationships, 402 
Teachers’ conferences, a 
Teachers’ institutes, 467, ^ 
Teachers’ marks, 99, 186-190, 238, 262 
266, 323, 341-346, 397 


Teachers’ meetings, 
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"Teaching, formal steps in, 126 
objective of, 280 
principles of, 301 
Teaching methods, 368 
Teaching plans, 430-431 
Teaching steps, 209 
Techniques, 6, 7, 407 
evaluation, 95-101 
"Television, 448, 457 
Terman, L. M., 201 
"Testing, 95, 97, 322, 395 
"Testing techniques, informal, 101 
"Tests, achievement, 240 
analytic, 98, 238, 241-242, 394 
aptitude (see Aptitude tests) 
construction of, standardized, 237 
diagnostic, 98, 241-242, 394 
drill, 242 
essay, 394 
(See also Essay examinations) 
form-board, 383 
instructional, 238, 242-243, 394 
inventory (see Inventory tests) 
objective (see Objective test) 
oral, 394 
(See also Examinations, oral) 
performance (see Performance tests) 
practice, 238, 242-243, 394 
prognostic, 98, 238-240, 393 
standardized, 98, 101, 234, 244, 377 
survey, 238, 240, 243-245 
teacher-made, 161, 234, 237, 244 
written, 97, 98 
"Textbook method of teaching, 198 
"Textbooks, 138, 139, 447 
Thayer, V. T., 124, 137, 277, 280 
‘Theocracies, 19 
Thinking, aspects of, 327 
methods of, 395 
Thinking ability (see Ability, to think) 
Thorndike, Edward L., 95, 128 
"Thought question, 6, 151, 417 
Thurstone, L. L., 386 
Thurstone, Thelma G., 386 
Thurstone Scales for Measurement of 
Social Attitudes, 257 
Tiegs, Ernest W., 387 
Time block, large, 363 
Time schedule, 289 
daily, 353, 355-357, 360 
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Trade school, 69 

Trait differences, 375 

Trait ratings, 264 

Transcription disc, 16-inch, 455 
Transcription playback equipment, 455 
Transcription recordings, 456 

Traxler, A. E., 408 

Tucker, Anthony C., 374, 397 

Tully, 22, 121 

Tyler, Ralph W., 96, 339, 345, 400 


U 


Umstattd, J. G., 210, 237 
Understandings, 9, 34, 110, 111, 160, 236, 
326, 405 
development of, 456 
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